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Abstract 
This action research paper focused on the question “how do instructional choices cater to boys’ 
repertoires of practice and influence reading motivation?” This study’s classroom did not 
intentionally cater to boys, yet boys had good motivation for reading. Data was collected through 
field notes, questionnaires, discussion, teacher interviews and student work samples. Three 
themes appeared: boys’ motivation to read is good, text characteristics and the use of books that 
boys are interested to read are important, and students are compliant with expectations of the 
classroom. The implications of this study suggest the importance of giving consideration to 
provide boys with texts that are appealing to them and establishing a consistent classroom 
environment with a focus on high expectations and goals.  
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Instructional Choices and Boys’ Motivation to Read 
 Motivation plays a key role in literacy development and achievement. Many educators 
and researchers would agree that there is a noticeable difference in the motivation to read and 
attitude about reading amongst their students based on gender with girls generally having more 
positive attitude about reading and higher reading motivation than boys (Coles & Hall, 2002). 
Similar differences also exist in terms of self-efficacy and reading skill which have been linked 
to motivation to read.  Coles and Hall (2002) also attest that “it is now very widely accepted that 
boys are more likely to have problems with basic literacy” and that “boys in all kinds of school 
perform markedly less well that than girls” (p. 97). This gender achievement gap, or ‘boy crisis,’ 
has been of concern for several years. However, in light of the most recent educational agendas, 
specifically the Common Core learning standards, which require all students to read closely, find 
meaning and to deeply discuss literature in the classroom, this topic seems increasingly 
significant. Critical reading is a the heart of the Common Core learning standards and it is the 
goal that 
As a result of CCLS-aligned instructions, Students will readily undertake the close, 
attentive reading that is at the heart of understanding and enjoying complex works of 
literature. They will habitually perform the critical reading necessary to pick carefully 
through the staggering amount of information available today in print and digitally. They 
will actively seek the wide, deep, and thoughtful engagement with high-quality literary 
and informational texts that builds knowledge, enlarges experience, and broadens 
worldviews. (engageNY.org) 
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The type of instruction required by the Common Core is extremely student-centered and requires 
students to be motivated to read and discuss literature as they perform higher order thinking. 
It is the goal of every educator to provide quality, effective and equitable learning opportunities 
for all students; the fact that literacy achievement for boys has been an ongoing concern in 
education adds a sense of urgency to meeting the requirements of Common Core and the needs 
of boys.  In comparison to girls, boys have weaker reading skill development when they enter 
kindergarten and these differences remain constant or increase during elementary school (Below, 
Skinner, Fearrington, & Sorrell, 2010).  The gap, of course, continues and the stakes only get 
higher. Generally, girls outperform boys on all types of standardized tests for reading and three 
times as many boys are placed into learning disabled programs as girls (Senn, 2012). This topic 
continues to grow in significance when considering the growing implications of standardized 
tests and placement in special education or learning disabled programs. Fisher and Frey (2012) 
also note the nested nature of motivation and reading in middle and high school as the ability to 
complete higher order thinking skills, such as synthesis and evaluation, as well as motivation to 
do well become major factors and predictors of academic success.  
The gender gap that exists as young boys and girls enter kindergarten and continues to 
grow throughout school is alarming.  There is a plethora of research and theory that seeks to 
understand why this gap exists or rather how it is created.  Many researchers cite motivation as a 
key factor in the creation and stability of this gap (Kirkland, 2011; Fisher & Frey, 2012; Marinak 
& Gambrell, 2010). Some researchers have in turned asked why boys lack motivation in the first 
place. Senn (2012) notes that is it key to remember that boys are girls are different and that 
teachers need to consider the biological differences between boys and girls including the fact that 
the female brain matures sooner, as well as, physical differences in the brain that attribute for 
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girls being more skilled in expression than males and chemical differences that explain boys 
need for movement. Other researchers have delved further into the notion that motivation is at 
the core of the achievement gap and sought to solve it, finding that factors such as the 
characteristics of text used, including their illustrations, format, topic and characters either 
appeal to or turn away boys (Edmunds & Bauserman, 2006; Zambo, 2009). Boys may not be 
motivated to read the books available in their classrooms because they just do not appeal to their 
interests and preferences for texts. Boys need to understand the purpose for doing something, 
they respond and are motivated to complete literacy tasks when they know, understand and value 
the purpose of doing so (Mata, 2011; Senn, 2012). They respond best to authentic, inquiry based 
activities where they can not only understand the purpose of the assignment, but also find some 
autonomy in controlling the path of their own learning. A classroom could be meeting each of 
these needs, yet still find boys unmotivated or hesitant to get involved with literacy in the 
classroom. Because society has established that reading is a primarily feminine activity, boys 
also need to be shown positive male role models engaging with literacy (McGeown, Goodwin, 
Henderson & Wright, 2012; Sokal, 2010). The lack of many of these practices in our schools 
may be contributing to low motivation and the achievement gap that exists between boys and 
girls.   
If we continue to ignore or make excuses for the achievement gaps and ignore boys’ 
motivations to read, we are doing a great disservice to boys.  Exploring this topic is crucial to 
meeting the needs of male students in our schools by providing equal and engaging opportunities 
for the boys in our classrooms to not only develop literacy skills, but a love of literacy and the 
opportunities it holds for their futures.   
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Before starting this capstone course, I knew I wanted to learn more about and perform 
research that focused on boys’ motivation to read. I was able to narrow down my study to 
looking at the influence instructional choices may have on boys’ motivation to read, through 
using action research.  According to Fisher and Frey (2012) motivation can be influenced by 
instructional choices including text, choice and the nature of reading assignments and tasks. 
Instructional choices allow teachers to cater their instruction to meet the needs of students in a 
diverse classroom of learners. Boys’ motivation to read is an important issue as it contributes to 
the gender achievement gap and instructional choices may help bolster boys’ motivation and in 
turn, help to close that gap.   
 The main research question of this study is how do instructional choices influence boys’ 
motivation to read? Some of the assessment tools I used to help me collect data during my 
research were student Motivation for Reading Questionnaires, student work samples, classroom 
and lesson observations and a transcript of the discussion I had with the participants. My findings 
showed that overall the participants were motivated to read, the texts available and used in a 
lesson were important motivators and that students comply with expectations of the classroom 
spurred by the importance of positive recognition for reading and reading behaviors.  This 
information indicated that instructional choices can have a significant impact on boys’ 
motivation to read. My implications for teachers included using texts that are interesting to the 
boys in their class available to boys as choices for reading and to utilize such texts in reading 
lessons. Another implication focuses on teachers creating an environment that is motivating to 
boys; one with high expectations that are consistently communicated and reinforced with both 
positive recognition and consequences when necessary. In my implications section, I suggested 
that teachers partake in professional development, such as collegial circles including grade level 
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teachers and the school or local librarian, in order to learn and share how to effectively select, 
find and use literature that is appealing to boys in their classrooms. 
Theoretical Framework 
What is Literacy? 
Freebody and Luke (1990) define literacy as a “multifaceted set of social practices with a 
material technology, entailing code breaking, participation with the knowledge of text, social 
uses of text and analysis/critique of the text” (p. 15).  In other words, participants draw on their 
skills to decode texts, make meaning from them, use them appropriately in different settings and 
critique them.  As readers make meaning, use texts appropriately in different settings and critique 
them they demonstrate the higher order thinking skills that are so crucial in the Common Core 
and essential to academic success in middle and high school.  Freebody and Luke acknowledge 
that literacy is multifaceted and dynamic or ever-changing in nature; Kucer (2009) also refers to 
this notion in defining literacy as a “dynamic and multidimensional” process that involves 
control of the “linguistic, cognitive, sociocultural and developmental dimensions of written 
language” (p. 4).  Like Freebody and Luke, he assigns corresponding roles to each of the above 
dimensions in order to describe the specific role a consumer of texts takes on as they participate 
with a text in various ways.  In the classroom, teachers work to facilitate opportunities and guide 
students through taking on each of these roles. The role of code breaker requires individuals to 
engage with the technology of the written script, understanding the relationship between spoken 
sounds and written symbols (Freebody & Luke). In our schools and classrooms the requirements 
of the code breaker role are generally what we refer to as decoding and often work to teach 
through explicit phonics instruction. As a text participant readers must develop resources to 
engage and make meaning from the discourse itself (Freebody & Luke). As participants we ask 
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students to make meaning from or comprehend what the text is telling them. Readers must also 
be able to participate in social activities in which written text plays a central part, school and 
work for example; this is the main requirement of the reader’s role as text user (Freebody & 
Luke). In the classroom, text users are able to use a text as a source and center of discussion and 
written response.  As a text analyst, readers must consciously be aware of the language and idea 
systems that are brought into play when a text is used (Freebody & Luke). Students are 
challenged in this role to analyze and evaluate what and how the author has presented 
information or ideas to them.  
Language and Literacy Acquisition 
Goodman (2001) outlined three principles that through literacy events, guide the 
development of both oral and written literacy acquisition. A child’s first literacy events occur in 
the home and encourage the development of language and literacy as they make efforts to 
participate in their home environment. Heath (1982) defines a literacy event as any “occasion in 
which written language is integral to the nature of participants’ interactions and their interpretive 
processes and strategies” (p. 74).  Bedtime stories and the reading of various examples 
environmental print such as labels, signs and advertisements are examples of early literacy 
events. Through these experiences, the principles emerge in all children; however, due to the 
nature of language, the times in which they emerge vary.   
Relational principles are the understandings that children have about the way that 
meaning is represented in written language and the ways that oral and written language correlate 
to represent meaning (Goodman, 2001). In other words, they understand that written language 
represents meaning and that the writing, meaning and oral language are all connected. Children 
first believe that written language is a way of representing objects and that print represents the 
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same items in a picture. Later they “develop the idea that there is any equivalence between oral 
and written language, first treating it as syllabic and finally as alphabetic” (Goodman, pp. 320-
321). They also become aware of the relationship between the length of the written string and the 
corresponding oral string. In attempting to derive meaning from written language children use 
several cues including the words themselves, font and punctuation, pictures, charts and use of 
color, as well as their own background knowledge (Kucer, 2009). Children also develop a strong 
desire to express their own thoughts and ideas through written language. They begin to 
experiment first through drawings and symbols in which meaning only exist in conjunction with 
the authors oral explanation; later they will develop invented spelling strategies to express their 
own ideas that can stand on their own through written language as linguistic principles emerge 
(Goodman). 
Linguistic principles are the understandings children have about how written language is 
organized and displayed; orthographic, graphophonic, syntactic, semantic and pragmatic systems 
of language are all considered (Goodman, 2001). The phonologic, syntactic, semantic, and 
pragmatic systems have already been developed through oral language, children developing 
linguistic principles begin to become aware of how these systems operate under the rules of 
written language. These rules, the orthographic system, are completely new to children. 
Conventions of directionality, spacing, spelling, punctuation, and the letter-sound relationship of 
the alphabet are new to children (Goodman). Children inventively experiment with these 
conventions modeling their early “writing” to resemble that used by adults. First attempts at 
writing look much like cursive scribbles, evolving into symbol salads and the use of inventive 
spelling. Spacing is at first ignored, then creatively addressed by using any one of many 
strategies including drawing lines or dots between words or circling each word.  Kucer (2009) 
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notes that these attempts illustrate that children do not simply imitate written language; they are 
driven to figure out how language works and hypothesize, experiment, receive feedback then 
modify their hypotheses as necessary.  As the knowledge of the linguistic principle becomes 
deeper and constructed hypotheses are not disproved, use of directionality, spacing, spelling and 
punctuation become less inventive and more conventional (Goodman).  
The functional principles are those that guide children to gain understanding about the 
reasons and purposes for written language. This principle is highly influenced by the attitudes 
regarding literacy held by parents; negative or positive statements, the difficulty with or pleasure 
derived from reading and writing will influence how and what children understand as the 
functions of literacy (Goodman, 2001). The ways that adults respond to children’s early attempts 
at language also shape this principle. Parents and caregivers who focus on meaning (versus being 
grammatically correct) in these early interactions allow the child to feel comfortable 
communicating and taking risks in experimenting with language without the fear of rejection 
(Kucer, 2009). Reactions to pretend play will influence children’s confidence and repertoires of 
practice as they begin to experiment with and make sense of literacy through play. Specific 
functional principles including understandings that written language can be used to indicate 
ownership, be an extension of memory, share information about self and others, invite and give 
expressions of gratitude, be a representation of real and imagined events and to control behavior 
and information are demonstrated through children’s daily life and through pretend play as they 
imagine they are mothers, waitresses, store clerks, doctors and teachers among other popular 
“pretend” occupations (Goodman). Reactions to boys playing these roles may be especially 
influential in developing their ideas about literacy and being a boy; once they reach school-age, 
school based practices may contribute to these negative feelings about themselves and literacy.  
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Cultural-Historical Theory 
 Pacheo and Gutierrez (2009) describe cultural-historical theory as a strong theory which 
focuses on the relationship between an individual’s development and the contexts of 
development of which the individual has been a part of.  Individual students participate in a 
range of language and literacy practices including religious, social, cultural, and political 
activities in addition to schooling activities.  It is through participation in these practices and 
activities that students are provided with opportunities to develop a literacy toolkit or repertoire 
of practice.  Their repertoire of practice refers to the ways that students engage in activities 
which stems from their participation in a variety of cultural practices, similar to the identity 
toolkit Gee (2001) describes in his definition of literacy and Discourse.  From a very early age, 
traditional reading is recognized as a feminine activity, therefore, the experiences boys and girls 
have with literacy at home are considerably different.  Because the language and literacy 
practices and activities that a student participates in and their repertoires of practice are so 
closely tied and reflected in the classroom, it is important for educators to know as much as they 
can about a student’s history of involvement with these practices, especially those of boys, in 
order to understand their literacy practices in the classroom. It is also important for teachers to 
consider students individual interests in terms of literacy and literature.  The importance of 
considering individual readers is especially true when regarding boys; although teachers can 
consider boys in general in the classroom when accumulating a classroom library, Chapman, 
Filipenko, McTavish and Shapiro (2007) warn that it is important not to make assumptions about 
boys, to treat each boy as an individual and to make an effort to get know their personal 
repertoires of practice and interest in order to best meet their literacy needs in the classroom. 
Unfortunately, students’ repertoires of practice are not the focus of many classrooms; many 
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teachers do know or attempt to know their students in this way; some even disregard the 
practices with literacy used at home.  
 Coles and Hall (2002) warn that “those who work with young people will be at a 
disadvantage in understanding their responses to literature and reading unless they have some 
understanding of, and interest in, the reading and writing culture that those young people are 
busy constructing in their everyday lives” (p. 97).  Classrooms that do focus on students’ 
repertoires of practice are better equipped to understand what students know.  Pacheo and 
Gutierrez (2009) believe that focusing on students’ repertoires of practice also helps to move 
away from “deficit explanations for students’ performances in which students’ differences in 
language and literacy practices are attributed to students’ membership in particular cultural 
communities” (p. 60). Deficit explanations are damaging to the literacy involvement and 
achievement of male students. When teachers accept lack of motivation and gaps in literacy 
achievement based on gender they stifle boys and perpetuate the issue.  Instead classrooms need 
to both acknowledge and appreciate the various ways that students experience language and 
literacy. Coles and Hall add that when considering boys experience with language and literacy at 
home “there is no reason to believe that these ‘unofficial’ texts are any less important in shaping 
pupils’ imaginative capacity and view of the world than those promoted by the curriculum” (p. 
97). By making these considerations and following through with thoughtful decisions about 
instruction, teachers can acknowledge the repertoires of practice of the boys in their classrooms 
in order to welcome, encourage, and engage boys in a wide variety of literacy activities in their 
classroom.  
 
Research Question 
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For my research on this topic, my goal is to find meaningful and applicable instructional 
practices for motivating boys to read for school purposes. Given that awareness of student 
background and repertoires of practice  are key to understanding students literacy practices in the 
classroom and motivation to read is a key factor in the lagging literacy achievement of boys, how 
do school based practices and teacher’s instructional choices cater to boys’ repertoires of practice 
and influence their reading motivation? 
Literature Review 
When creating a meaningful action research study about how instructional choices 
influence boys’ motivation to read, it is essential to review and acknowledge the previous 
research regarding this particular topic. It is essential that researchers develop a deep 
understanding of the varying perspectives, methods, and effective practices which surround this 
specific area of study. In this literature review, three themes which relate to instructional 
decisions and directly impact boys’ motivation to read will be identified and discussed. The first 
theme focuses on the literacy tasks used in instruction. Both the characteristics and presentation 
of literary tasks have significant impact on either engaging or disengaging boys in the classroom 
environment. The second theme addressed in this literature review discusses how texts used and 
the utilization of choice in the curriculum and texts read by boys influence motivation. This 
theme focuses on the characteristics of texts that interest and in turn motivate boys, as well as 
how self-selection of texts allows boys to choose texts that interest them and aid in motivation to 
read through a developed sense of autonomy. Autonomy refers to an individual’s sense of having 
independence or freedom and control over their own learning. The final theme will focus on 
creating intrinsic motivation through non-instructional classroom practices including the use of 
rewards and eliciting intrinsic motivation to read and the involvement of males as role-models 
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for literacy involvement  in motivating boys to read. The strategies researched will focus on best 
practices and recommendations for teachers as they try to enhance boys’ motivation to read in 
the school setting.  
Characteristics and Presentation of Literacy Tasks Activities and Assignments in School 
 The socially perpetuated ideas about the role of reading as an activity more appropriate 
for girls than boys gains its start in society but is reinforced as children enter school and continue 
to develop literacy in school and classroom cultures that reinforce limiting and negative 
connotations about boys and reading. Once in school, boys are faced with literacy and classroom 
practices that do not acknowledge or appreciate their history with literacy outside of the 
classroom. School culture and school-based literacy practices play a pivotal role in the 
motivation of boys to read; unfortunately, many of the typical literacy practices found in schools 
and classrooms are disengaging or ineffective for male students.  The type and quality of literacy 
tasks utilized are of particular concern when considering boys and their experience and lack of 
success with literacy in classrooms. Fisher and Frey (2012) found that male students in particular 
needed purpose and motivation to read based on the way books were presented and what 
students were expected to do with them; best-selling author and former teacher John Scieszka 
(2003) commented that from his experiences as a teacher “a lot of boys don’t see a real reason to 
read” (p. 18).  When reading and writing are presented strictly as assignments and are mostly 
traditional boys are not motivated. Senn (2012) writes that boys need to have a purpose for the 
work they are asked to do and suggest being clear about audience and a distinct purpose for why 
they are reading or writing. Providing purpose and a real requirement to read should be common 
practice; however, when the answers to simple text-based questions seem obvious to some boys 
or can often easily be found on the internet, educators need to become more creative in providing 
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purpose and requirement to read. Mata (2011) found similarities even at the kindergarten level; 
her study of kindergarten students found that motivation for reading is multidimensional and 
narrowed her findings to three distinct dimensions: enjoyment, value and self-concept with the 
value or importance of reading being the strongest motive for involvement with literacy tasks. 
Despite the challenges boys face in literacy classrooms that are mostly disengaging or ignorant 
of their needs as readers, they still see value and importance in knowing how to read. However, 
Marinak and Gambrell (2010) found that third grade boys value reading activities less than their 
girl counterparts. It should be noted however, that they found no statistically significant 
difference between genders in knowing how important it is to know how to read well. In tapping 
into the value boys do place on school and reading, Mata (2011) stresses the importance of 
showing children both reading and writing as necessary functions for success in both their 
everyday and social lives.  This goal requires teachers to be selective in their instructional 
choices as students require literacy activities in the classroom to be both highly authentic and 
attractive to them.  Werderich (2010) found that through dialogue journals, which provide an 
authentic way for students to discuss literature while also developing a social connection with 
their teacher, teachers had a genuine avenue to help boys connect more deeply to reading by 
taking on various roles including reader, responder, facilitator and encourager. These roles allow 
teachers and students to develop an interpersonal relationship wherein the teacher can use their 
own literacy experiences to cultivate and push boys’ literary conversations through probing, 
serve as a model, and recommend texts while providing boys with an authentic opportunity to 
engage in discussion about texts and topics that are meaningful to them. Werderich recommends 
using dialogue journals for these benefits, as well as the fact that “several research studies have 
shown that having reluctant and low proficient students write about their reading is a way to 
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foster the depth of reader response” (p. 93). Technology, when used in authentically, can also 
bolster relationships and motivation in the classroom. Farris, Werderich, Nelson and Fuhler 
(2009) saw remarkable results that improved student motivation and teacher candidate 
knowledge by combining dialogue journals and technology by utilizing email as a means of 
communicating with teacher candidates about literature.  
In rewriting the curriculum of one high school, Fisher and Frey (2012) created and found 
that an “inquiry-based English class with teacher modeling and choice, created the conditions 
necessary to facilitate reading in adolescent males” (p. 587).  Facilitating boys in asking 
questions, finding answers and constructing meaning through inquiry-based instruction is both 
authentic and interesting to boys. Taylor (2005) describes inquiry-based instruction as “a process 
whereby students or teachers formulate questions then students research the answers using many 
sources, usually answering the question in written form” (p. 287).  This type of instruction 
encourages boys to use reading in an authentic way to answer questions they are interested to 
know the answers to. The curriculum Fisher and Frey (2012) wrote included school-wide votes 
which determined the essential questions that would frame teaching across content areas with 
questions like ‘What is beauty and/or beautiful?’ and ‘What is race and does it matter?’  Students 
read from a list of books provided to address the question in some way in order for them to think 
deeply about the question and develop their own understandings, opinions and answers.  This 
type of reading response is a far cry from the typical book reports and worksheets seen as 
common forms of reader response in many classrooms.  It turns out that it was these questions 
that were so critical in creating a need to read; prior to the implementation of this type of inquiry-
based instruction, student surveys revealed that students didn’t need to read when they could find 
all the answers to a worksheet on the Internet. Inquiry-based instruction is not limited to high-
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school; Wigfield, Guthrie, Tonks and Perencevich (2004) also saw improvements in motivation 
to read in their study of third-graders in Concept-Oriented Reading Instruction (CORI) 
classrooms.  In classrooms where CORI is utilized as an instructional approach, hands-on 
science activities are conducted, then immediately following the activity, students generate 
questions they would like to further investigate.  By initiating their own questions, students gain 
a sense of autonomy over their learning which is motivating to them (Wigfield, et al., 2004).   
Presenting the literacy tasks of reading texts and writing for the purpose of researching and 
answering one’s own questions is authentic, meaningful and highly motivating to younger and 
older male students alike.  Similarly, but in a separate study, Guthrie, Wigfield, Humenick, 
Perencevich, Taboada and Barbosa (2006) found that the number of stimulating tasks, which 
they define simply as any classroom activities that elicit interests of students, increased 
motivation for reading and reading comprehension.  By providing literacy tasks that involve an 
emphasis on knowledge goals, hands-on activities, choice, interesting texts and collaboration, 
boys’ motivation to read and the meaning they derive from texts can both be improved.  
In elementary classrooms, the read-aloud is an integral part of literacy instruction. In a 
study conducted by Edmunds and Bauserman (2006) the value of reading to children emerged.  
Children in kindergarten through fifth grade expressed that they enjoyed being read to by others.  
However, if the literacy event stops at reading, teachers are not fostering the kind of interest in 
reading and finding meaning in texts that creates motivation to read.  Hansen and Zambo’s 
(2010) study examined the effects of Boys’ Book Clubs; they found that the conversations that 
follow readings allowed boys to gain confidence in their growing ability to talk about a story’s 
elements, relate to characters, and make meaning by connecting texts to their own world.  In 
designing read-aloud lessons, they focused on presenting authentic, open-ended questions rather 
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than asking questions with already known answers. Through this type of questioning technique, 
individual, unique, even unusual responses from boys were acknowledged and honored. Allyn 
(2011) agrees; she encourages teachers and parents to “ask questions you don’t know the 
answers to” in order to make reading a social and interactive experience that gets boys talking 
and really listening (p. 32).  By creating this type of literacy experience with texts readers 
become engaged and begin to develop intrinsic motivation to read.  Similarly, Applegate and 
Applegate (2011) argue that the typical classroom overemphasizes copying, remembering and 
reciting, which “is not the stuff that sets children’s hearts afire with enthusiasm and appreciation 
for the rewards of reading” (p. 232).  Teachers must create instruction that facilitates interest and 
the inclination to think deeply about texts.  In their study of grade 2 through grade 6 students, 
they found that “a disturbingly larger number of elementary school children have little use for 
reading and a limited inclination to think deeply about what they read” (p. 231). Inclination and 
ability are separate entities in this situation where a student may very well be able to think deeply 
about texts, but are simply not inclined or interested enough to do so. They suggest that if 
students, male and female alike, are intellectually challenged and teachers raise their 
expectations for deep thinking, the tide could turn and raise the motivation of reader of both 
genders. Discussions about literature that require deep thinking require students to be inclined to 
participate in them based on interest. It is worth the time and effort it takes to find texts that elicit 
such discussions; Wu, Anderson, Nguyen-Jahiel and Miller (2013) found that collaborative 
discussion enhanced children’s motivation and engagement. Interesting materials, including 
those that encourage conflicting opinions or controversy, and peer collaboration provide a sense 
of gratification and self-confidence that promotes student motivation.  
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Classroom-based literacy practices including how teachers make decisions about what 
and how to teach and how involved students are in this process are factors that deeply influence 
boys’ motivation to read.  Boys need to find the value in and intrinsic motivation for reading 
through authentic, interesting and meaningful assignments and by taking on a sense of autonomy 
in their learning. Motivation to read can also be derived from conversations about literature that 
both encourage, through interest, and demand, through teacher expectations, that thoughts are 
deep and challenging, going well beyond the surface of the text, as well as are open to a variety 
of unique responses. 
Characteristics and Types of Texts Used and Self-Selection of Texts By Boys 
Texts read in the classroom or assigned as reading material often are not of interest to 
boys, it is this lack of interest that impedes true enjoyment and engagement with texts resulting 
in lower motivation to read and ultimately lower reading ability. Kirkland expressed his concern 
for the use of texts in the classroom in his 2011 study of young black readers where he argued 
that “youths are not failing to engage with texts; many of the texts we teach are failing to engage 
youth” (p. 201). Perhaps in an effort to fight the stereotypes about gender and text preference, 
boys are being exposed to a variety of texts. However, as Brozo (2001) argues in his 
conversation with Young, “Instead of reinforcing stereotypes for boys by offering them a steady 
diet of male-oriented books, schools are often failing to provide boys the kinds of materials that 
would appeal to them at all” (p. 322). In order to determine and utilize those texts that will 
appeal to the young male readers in the classroom, educators need to make careful and 
thoughtful decisions about the texts they use in their classroom. Edmunds and Bauserman (2006) 
found that characteristics of books are significant factors in motivating to children to read; 
characteristics such as exciting book covers, action-packed plots, humor, horror, and great 
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illustrations influence students desire to read a particular text. In selecting books for the 
classroom teachers should consider these factors and select books that have great illustrations 
and are funny or scary. Farris, et al., (2009) observed that fifth grade boys self-selected books 
based on the look of the cover and that lower ability or struggling readers in particular chose 
based on layouts which featured large print and lots of white space.  It seems that for boys, they 
do ‘judge a book by its cover’ but teachers can appeal to boys by keeping this in mind. Senn 
(2012) agrees that visual appeal and conciseness of a text are important to consider when 
selecting reading material for boys as they tend to evaluate books strictly on their appearance. 
Beyond the physical characteristics of books, Edmunds and Bauserman (2006) also note that 
children are motivated by and find books important because they can learn something from them. 
In selecting books with the goal to increase reading motivation for boys, it is important to 
provide a variety of books that are both expository and narrative. Their study showed personal 
interest was the most frequently mentioned factor for selecting and being excited to read a book 
for both expository and narrative texts. This finding makes it clear that teachers need to get to 
know their students’ interests at the beginning and throughout the year. One recommendation 
made that could be particularly helpful in creating motivation for boys to read is to organize the 
classroom library by content or topic (versus genre) in order to tap in to boys’ interest in a 
particular topic and to encourage them to read a variety of genres, including narratives, 
expository texts and poetry on the topic that interests them. Similarly, Chapman, Filipenko, 
McTavish, and Shapiro (2007) believe that teachers need to make significant efforts to get to 
know the interests of the children in their classroom, they warn against using gender as a 
deciding factor in selecting texts for children and urge teachers to “consider individual children’s 
interests and, at the same time, encourage boys and girls to read a variety of genres for the 
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benefits that accrue from different genres” (p. 547).  Although teachers can keep a library of 
books in their classroom that appeal to boys in general, it is important that they consider boys as 
individuals and inspire interest in a variety of genres by providing opportunities for boys to 
explore topics of their personal interest while simultaneously experiencing a variety of genres 
whether it be through books in their own classroom or by utilizing other available resources.  In 
order to expose students to different genres, Edmunds and Bauserman (2006) encourage creating 
what they call “three-piece kits” in which students can read about their favorite topic while they 
explore different genres. After you dig deep to find out what really interests and motivates your 
male students to read, three-piece kits are an effective way to organize an elementary library and 
capitalize on those topics your students want to read everything about. Atkinson (2009) 
identified cars, war, history, ghosts, horror, football, guns and fighting as areas of interest 
identified by male readers in her study. Any of these topics could easily be made into three-piece 
kits with the help of the school librarian. Werderich (2010) gives another organization 
suggestion; she suggests dedicating particular shelves or crates for reading materials related to 
the interests of boys. This organizational strategy may be more appropriate for middle and upper 
school classrooms.  
In addition to books that interest boys based on their topics and characteristics, some 
researchers suggest that primary and elementary teachers in particular, should share books that 
include positive male characters as an avenue for promoting motivation to read in addition to 
other positive traits (Brozo, 2002; Hansen & Zambo, 2010; Zambo, 2009). Allowing boys’ to 
relate to characters and the experience of characters in a text allows boys to become interested 
and motivated to read and respond to the text.  Brozo (2002) found that literature that included 
characters that model how honorable men should act could be used to help boys develop pro-
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social behaviors and ultimately increase motivation to read.  Including these types of books in 
read alouds and other reading activities is certainly worth a try if the results help boys respond 
positively to literacy. In a similar study, Zambo (2009) also found that “hearing stories about 
male characters acting responsibly improves a boy’s vocabulary, helps him understand story 
structure, and, at the same time, teacher him how responsibility looks, sounds, and feels” (p. 12). 
Sharing stories with positive male characters can improve reading comprehension and help boys 
develop good character traits. Like Edmunds and Bauserman (2006), Zambo (2009) expresses 
the importance of selecting books that have great illustrations as well as rich language and a 
fascinating plot that will capture and hold boys’ attention. Zambo saw a positive impact on the 
students in her own classroom when utilizing books that focused on positive male characters; 
however, she notes that reading a story is not enough; you must help students analyze and delve 
into the characters positive qualities then provide boys with the literacy opportunities to display 
the positive qualities they learned. She suggests Readers’ Theater, becoming a Reading Buddy to 
a younger student and playing word games as literacy activities that allow boys display the 
qualities they read about, as well as foster motivation to read. Hansen and Zambo (2010) sought 
to further research the topic of positive male archetypes in stories. Although they did not find 
that listening to books with positive archetypes elicited more meaning word utterances than 
books with traditional characters, they did find that the archetype books encouraged twice as 
many text-to-text connections. The authors believe that this finding suggests that male readers 
respond and comprehend better when they can relate the text to themselves as these intertextual 
connections were triggered by the positive male archetypes. They also concur with Zambo 
(2009) that “Literature with positive male characters can be used to help boys learn about pro-
social behaviors and develop a positive vision of manhood” (Hansen & Zambo, p. 53). Teachers 
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can motivate boys to stay or become interested in literature while concurrently providing positive 
character education.  While the above authors focused on primary students in their research, 
Farris, et al., (2009) and Cypress and Lee-Anderson (2011) also found positive implications from 
utilizing texts with inspiring male characters with older students. The findings suggest that texts 
with positive male characters have positive effects on boys’ motivation to read regardless of age. 
The fifth grade boys in the study Farris, et al.(2009) completed preferred books with characters 
who were not depicted as perfect, but rather faced and met challenges, which showed that 
perceived disabilities could be overcome or used to meet challenges. Characters like the ones 
described above are not only preferred by boys, but can also inspire them. In a survey of male 
students ages 13 – 18, Cypress and Lee-Anderson (2011) found that titles of books where the 
main characters were able to overcome obstacles in order to be successful had influenced 37% of 
the young men they surveyed. Their results reveal that boys are reading “books that give them a 
positive outlook on life and which are inspirational,” they surmise that “It could be that 
adolescent boys find hope and draw strength from strong characters they read about in books” (p. 
68). If teachers can help boys find books that feature strong male characters that inspire them to 
be more like those characters, perhaps they can also inspire and motivate them to read.  
 Another factor to consider is that classrooms not only need to provide books, narrative 
and expository, that are of interest to boys, but they also need to provide access and acceptance 
of a variety of materials as reading materials that qualify for reading in the classroom. Coles and 
Hall (2002) argue that schools need to change their definitions of literacy and criticize that 
“School definitions of literacy have been slow to change, and slow to acknowledge the changing 
nature of literacy in society. Literacy is not, of course, just about an ability to read and write 
fiction” (p. 106). Despite the fact that literacy is dynamic and multidimensional, the types of 
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literacy that boys engage in have a history of being shut out of classroom settings. Allyn (2011) 
provided anecdotal stories from her male friends whom through conversation noted “‘Oh, I hated 
to read as a kid!’ Though upon further reflection they’d reveal, ‘Well, I read lots of Mad 
magazines and comics…and Boys’ Life too, and war histories…’” (p. 31).  Classrooms continue 
to be unfriendly places for the type of reading materials and reading boys prefer to do.  Cole and 
Hall (2002) acknowledge this problem and suggest that it is due to the fact that “At the start of 
schooling children are taught to read through a story, so that being ‘good at reading’ often 
becomes synonymous with being good at reading stories” (p.105).  Stories are not the most 
appealing texts for many boys.  According to many researchers (Atkinson, 2009; Blair & 
Sanford, 2004; Cole & Hall; Werderich, 2010), the disconnect between boys’ outside literacies 
and school literacies negatively impacts their reading motivation at school.  The types of reading 
and materials that boys enjoy are not encouraged or celebrated as literacy in many classrooms.  
In discussions with 12 and 13yearold boys, Atkinson (2009) discovered that boys would like a 
wide range of resources including local newspapers, magazines, comics, PlayStation games, 
swap cards, computers, as well as fiction and non-fiction books to be available at school.  These 
are the types of reading materials boys are consuming regularly outside of school.  Cole and Hall 
(2002) believe that “boys’ vernacular literacies are serving many boys rather well, but that the 
school system is failing to recognize or capitalize on this” (p. 106-107); Blair and Sanford (2004) 
concur that this is an area that needs to be explored further and capitalized on in order to help 
boys develop literacy skills and understandings. It seems that many schools are ignoring the 
repertoires of practice that boys’ have developed outside of school. Cole and Hall (2002) warn 
that “When schools devalue or ignore home and community literacy practices the child’s self-
concept as an independent read and writer is damaged, and a fundamental principle of effective 
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learning is violated” (p. 107).  One factor that was not discussed by most authors, but it 
important in remembering that the responsibility for motivating boys to read in school does not 
fall solely on the shoulders of teacher, was the role of the district and administrators. Cypress and 
Lee-Anderson (2011) however do acknowledge this share responsibility and call on district 
superintendents to “be mindful of the critical need for adequate reading materials in school as 
they allocate resources for collection development in schools” (p. 69). It is important to 
acknowledge this responsibility of administrators as many teachers are faced with dealing and 
making the best of the outdated or limited resources available or dedicating part of their personal 
budgets to purchasing texts they know are necessary to motivate readers.  
 While the characteristics of texts that teacher either use or make available is extremely 
influential in promoting reading motivation for boys, choice in reading material as connected to 
reading motivation was a recurring theme throughout the literature reviewed (Atkinson, 2009; 
Fisher & Frey, 2012; Kirkland, 2011).  Choice not only can interest and engage male students 
but make them feel like a valuable and integral part of the literacy activity versus simply being a 
required participant.  Brozo (2002) noted, “Choice and control in reading are two ingredients 
commonly missing in instruction” (p. 18). Including opportunities for students to select their own 
reading materials creates a sense of control that motivates students to take control of their own 
learning. The curriculum Fisher and Frey (2012) wrote allowed students to choose essential 
questions written by teachers, then choose the books they would read to address the question in 
their own thinking.  They found that it was this aspect of their curriculum that was the key to 
inviting students into reading and seems like a fitting compromise teachers should be willing to 
make.  Other inquiry-based instructional approaches, such as Concept-Oriented Reading 
Instruction (CORI) that Wigfield, et al. (2004), researched offer boys’ a similar feeling of 
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autonomy as they engaged their own curiosity as they developed and researched their own 
questions by choosing the texts in which to seek the answers to their questions. In a using these 
strategies it is important that teachers ensure there is a match between the questions students seek 
to answer and the texts that are available to find answers; students become frustrated instead of 
feeling empowered  if their questions cannot be answered as they read. Feeling empowered and 
invited to read is an important notion that Kirkland (2011) also discussed; many male students, 
young black male readers in particular, often feel a hostile relationship with the books they are 
assigned to read.  Kirkland speaks to resolving this issue by relating books to clothes for young 
black men; the books must fit the reader in order for them to feel invited and motivated to read.  
The subject of Kirkland’s study, Derrick, attested that some books his teacher asked him to read 
just weren’t him and argued ‘Why can’t we just read…something that I want to read?’ (p. 204). 
This sentiment is expressed in classrooms regardless of race; boys surveyed by Atkinson also 
expressed the desire for greater input in the range of books available to read in school. Fisher and 
Frey (2012) attest that “Every one of the students we interviewed named choice in reading as one 
of the reasons they read as much as they did” (p. 593). The boys working with their inquiry-
based curriculum selected their own books from an array of books made available them to 
explore the answers to questions they posed. Although teachers provided this array of books, no 
markings were used to level books and teachers did not tell students a book was too hard or too 
easy for them; students were truly in control of this aspect of the reading and learning process in 
their classrooms. Boys’ responded well to these opportunities and were able to develop a 
responsibility for their learning and intrinsic motivation to read that was carried beyond the 
classroom. Nico, a young man in their study, commented on selecting his own books: 
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I get a little stressed when I have to pick a new book. I want to find one that will help me 
answer the question and one that I’ll like. I start a book and hear my friends talking about 
their books. I want to hurry and read my book so that I can read what their reading. It’s 
how I read so many books this year. I didn’t mean to or anything. It just happened 
because we were talking about the questions and the books all the time. I didn’t ever 
know that there were so many good books out there. (p. 594) 
Choice is a strong motivator for boys to read, whether it be their need to exercise some control 
over their learning or simply being able to select topic and books that speak to their interests and 
experiences.  Coles and Hall (2002) encourage teachers to not only allow for choice in their 
classrooms, but also that many teachers could take children’s voluntary reading choices more 
seriously, [for] they could broaden definitions of what counts as being ‘a good reader’ by careful 
analysis of what readers can, rather than what they cannot do, and they could work with pupils to 
help them see the kind of reader they are and to make choices about the kind of reader they 
would like to become. (p. 106) 
Choice and its relationship to control and autonomy of learning are great motivators for 
boys. In their study of fourth grade students, Edmunds and Bauserman (2006) also found that 
choice was an important factor in motivating students to read and discuss books.  When 
discussing narrative texts, 84% of the children in their study chose to discuss books they had 
selected themselves, while only 16% discussed books that had been assigned to them by a 
teacher. This trend remained true when the researchers and children discussed expository texts; 
76% of the students discussed expository texts that they had chosen for themselves either from 
classroom or school libraries. Senn (2012) provides a reminder to teachers and parents to be 
explicit in expressing that they value and purpose in the choices boys make about reading for 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 28 
they often fear judgment. Allowing boys to make choices of their own and praising them for the 
decisions they make both encourages and motivates them. 
Giving students choice in the materials selected to read seems like a viable and relatively 
easy compromise; however, it is not always possible for this type of alteration to the curriculum 
materials to be made.  Fisher and Frey (2012) and Kirkland (2009) agree that often it is not the 
books themselves, but the way that they are presented that is uninviting or disengaging. Many 
classroom teachers present books in a traditional way or the same way for each group of students 
they teach; this approach leaves students to feel uninvited, miss the value in reading, and 
ultimately be unmotivated and disengaged in reading in and out of the classroom.  Kirkland 
provides a solution to this problem by asking teachers to act as tailors in altering the typical 
presentation of books in order to create a bridge that allows even vintage texts to “fit” young 
male readers.  Below, et al., (2010) also suggest altering reading material as a procedure to 
enhance boys’ motivation to read.  Teachers must know their students well and be creative in 
tailoring books to invite and motivate young male readers.  
Although it is best practice to get to know all students in order to meet their interests and 
learning needs, teachers need to devote time and delve particularly deep into getting to know 
boys and getting to the heart of what interests them and will motivate them to read in and out of 
their classrooms. Teachers, librarians, and district administrators need to work together to 
provide up-to-date books that will capture the interest of the boys in their schools. Books should 
feature illustrations, exciting plots, humor, horror, simple layouts and characters that boys can 
both relate to and be inspired by (Cypress & Lee-Anderson, 2011; Edmunds & Bauserman, 
2006; Zambo, 2009).  In order to truly motivate and show boys that they and the types of literacy 
they enjoy are invited and valued in the classroom, other sources of text beyond books must also 
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be included. Finally, once a classroom or library is stocked with these types of texts that appeal 
to boys’ interests, teachers must allow boys to gain autonomy or a sense of control over their 
learning by allowing them to choose the texts they will read for themselves; without a sense of 
autonomy other efforts to improve boys’ motivation to read cannot be maximized.  
Rewards and Involvement of Others as Motivators to Read 
 Motivating boys to read is a complex task that goes beyond instruction, literacy activities 
and texts. Motivation itself is multifaceted including both intrinsic and extrinsic motivation. 
Wigfield, et al. (2004) explain the importance of intrinsic motivation noting that “When 
individuals are intrinsically motivated, they complete activities for their own sake and out of 
interest in the activity. Their motivation comes from inside themselves rather than from external 
sources” (p.301). It is intrinsic motivation to read that motivates students to read both in and out 
of school and drives readers to seek to improve their skills and build knowledge. On the other 
hand, “when extrinsically motivated, individuals perform activities to receive some benefit, such 
as a reward” (Wigfield, et al., p. 301). Although extrinsic motivators can be powerful forces for 
children, it is the long-term effects of intrinsic motivation that we seek to instill in boys about 
reading. In a study of boys age seven – 11, Logan and Medford (2011) found that intrinsic 
motivation is more closely associated with boys’ belief in their level of reading skill and actual 
reading skill than girls. The challenge of getting and keeping boys motivated is essential to their 
success in literacy. Educators should feel a sense of urgency about motivating boys as Logan and 
Medford’s study revealed that “boys with low levels of attainment may be more likely than girls 
to become disengaged or de-motivated as a result of their negative experiences” (p. 91). Positive 
classroom experiences are necessary to keep boys intrinsically motivated to read. The role of 
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rewards and the involvement of other people are two factors which impact boys’ intrinsic 
motivation to read.  
 Rewards as positive reinforcement are commonplace in most classrooms. However, Mata 
(2011) warned that the overuse of extrinsic rewards in the classroom may undermine intrinsic 
motivation in students.  Teachers should heed this warning, but it is hard to imagine a classroom 
with no reward system. Marinak (2007) studied the effects of reading-related rewards, 
nonreading-related rewards and no rewards on reading motivation of third graders. In her study 
Marinak found that rewards that are reading-related, such as books, do not undermine intrinsic 
motivation to read, while non-reading rewards, such as small toys and tokens, do in fact, 
undermine reading motivation. Another finding her study revealed is the notion that boys view 
books as a valuable reward or gift; despite the fact that boys in her study valued reading less than 
girls, boys and girls answered equally positively about receiving books as gifts. Similarly, 
Edmunds and Bauserman (2006) found through their conversational interviews with fourth grade 
children, that buying or giving books to children for birthdays, holidays and other occasions, 
motivated them to read.  The conclusions drawn from the research above suggest that teachers 
should be selective and careful in providing extrinsic rewards such as tokens as the ultimately 
undermine the goal of instilling a long-lasting motivation and desire to read and learn; 
conversely, books or other reading related items as rewards or gifts actually foster motivation.  
 A second factor that fosters boys’ intrinsic motivation to read is the active involvement of 
others in literacy events. The students in Edmunds and Bauserman’s (2006) study revealed that 
they were motivated to read when people read to them and when teachers, peers, family 
members and others shared what they were reading with them; when children were asked who 
got them interested and excited about reading all of individuals above were cited in sparking the 
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interest of the young readers. The role that family members play in motivating students to read is 
large, but this doesn’t mean it is something that is outside of a teacher’s influence; teachers can 
help foster this development between family members and their young readers. Edmunds and 
Bauserman recommend introducing family members to practices that increase reading 
motivation through newsletters and modeling during open houses, parent-teacher association 
meetings and parent workshops. They also suggest involving families and providing access to 
books by hosting family mornings or nights where children can come to the school library with 
their parents or other adults in their lives. Mata (2011) also acknowledges the role of teachers in 
engaging families by providing clear and continual purposes for supporting their children at 
home. Parent support and involvement seems particularly influential for boys. Vekiri (2010) 
found that the correlation between self-efficacy beliefs and perceived parental expectations was 
higher in boys than girls and that parents are important socializers for boys. If boys are more 
affected by their parents’ expectations than girls, it is essential that teachers help parents to 
express high expectations for reading. Senn (2012) suggests that teachers encourage fathers to 
spend equal time reading with their children as their mother do in order to communicate that 
literacy is important to everyone. Although teachers cannot directly control what happens in the 
home, they can and should encourage parents to show their sons that they are use literacy in 
order to motivate boys to read. Brozo (2002) found that “most teen and preteen boys rarely see 
fathers or any adult men reading anything at all” (p. 97).  
 The problem of underexposure to male reading role models can be and should be solved 
by teachers. Many research cite other male adults as key to enriching the literacy experiences and 
attitudes of boys and intrinsically motivating boys’ to read (McGeown, et al., 2012; Sokal, 
2010). Considering the gender stereotypes that exist and help in labeling reading as a feminine 
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activity it is not surprising that boys need to see males engaging with and enjoying reading in 
order to dismiss the idea that ‘reading is for girls from their minds. McGeown, et al., (2012) 
suggest that interventions such a providing male role models and more masculine oriented 
environments for boys to develop their literacy skills in, as well as promoting reading between 
fathers and their children may be effective in reducing perceptions that reading is a feminine 
activity. These interventions are all well within the reach of teachers. Taylor (2005) notes that 
many teachers aim to solve the problem of reading being seen as uncool or not masculine by 
“inviting men from all walks of life and all age groups into the classroom to read aloud and 
discuss their favorite books” (p. 287). Inviting community members into the classroom can 
influence boys beyond motivation to read by helping to develop positive relationships with 
community members that can influence students beyond the classroom. Although the results of 
Sokal’s (2010) study did not show any significant improvement in literacy achievement with 
those children who worked with a male and those who did not, it did highlight the important role 
that adults play in learning to read as children who were provided with planned instruction at 
their level had significantly higher achievement versus those who were not. It is not necessary 
for male students to be paired with male teachers, but it is important for boys to be exposed to 
positive male adults. Johnson and Gooliaff (2013) write that boys need to be provided with ways 
to meet men who are willing to be mentors and share their own personal journeys with literacy. 
Young boys need to be shown that reading is male activity. Scieszka (2003) sees getting more 
“men involved with teaching, more fathers actively reading with their boys, and adult men 
generally showing boys that reading is a male activity” (p. 18) as an obvious solution to 
motivating boys to read. He encourages teachers to challenge the men in their world to get 
involved and become positive role models. Similarly, Brozo (2006) found that caring adults, 
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whether they are parents, teachers or volunteers, can often help students make the connection 
between their personal experiences and their literacy development. In a middle school program 
that paired community volunteers with the school’s most struggling readers, significant and 
positive impacts were made in both attitude about reading and achievement. Senn (2012) 
suggests inviting men who like to read and write to speak with students; author visits, guest 
readers, or simply highlighting the work of male authors are strategies she recommends for 
motivating boys to read.  
Intrinsic motivation is essential to creating life-long and self-driven readers out of boys. It 
is important that teachers keep this in mind as they use strategies in the classroom to motivate 
boys. Extrinsic motivators that are not related to reading should be kept to a minimum as they 
actually undermine intrinsic motivation (Marinak, 2007).  Motivating boys by providing books 
as rewards or gifts can act as powerful extrinsic motivator that does not undermine intrinsic 
motivation to read. Intrinsic motivation to read is also generated when boys have positive male 
role models who show them that reading is a male activity. Whether these role models are 
fathers, other family members, teachers or community volunteers, it is important that teachers 
provide boys with the opportunities to meet and share experiences with literacy with these men. 
Although teachers cannot control what happens at home, it is important that they make efforts to 
inform and encourage parents to support literacy and their boys at home. Newsletters and a 
variety of events where children, families and teachers can come together to share literacy and 
best practices are only a few ways that teachers can reach out to families in order to help foster 
motivation in their male students. 
Conclusion 
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The school culture and school-based literacy practices including how teachers make 
decisions about what and how to teach and how involved students are in this process are factors 
that deeply influence boys’ motivation to read.  Boys need to find the value in and intrinsic 
motivation for reading through meaningful assignments, book choices and instruction that is 
tailored to meet their needs and interest (Atkinson, 2009; Fisher & Frey, 2012; Kirkland, 2011). 
Each of these components of literacy instruction can be incorporated into the curriculum and 
instruction in a variety of ways. Fisher and Frey’s (2012) English curriculum and the CORI 
classroom outlined in Wigfield, et al. (2004) and their successes illustrate that when these 
elements are combined males feel invited, motivated and engaged with reading both in and 
outside of school. It is equally important that boys find motivation to read through access to 
quality texts that appeal to both the topics and types of reading they like to do (Chapman, et al., 
2007; Edmunds & Bauserman, 2006; Marinak & Gambrell, 2010).  Providing boys with the 
topics and types of texts that appeal to them means providing boys with texts that have great 
illustrations, exciting, scary and humorous plots, simple layouts and characters with which they 
can identify and be inspired by.  However, a teacher’s job is not done after they have gotten to 
know their male students, selected texts which interest them, planned instruction and activities 
that are purposeful, authentic and stimulating to boys; they must consciously be aware of 
creating intrinsic motivation to read by avoiding overuse of extrinsic motivator and act as 
ambassadors for the boys in their class as they involve parents and other male role models in 
their classrooms in an effort to not only tell boys that reading is a male activity but to show them 
positive male role models who can share literacy experiences with them and help make the 
connection between a boy’s life and literacy that will allow boys to find the part of reading that 
does set their heart “afire with enthusiasm and appreciation for the rewards of reading” 
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(Applegate & Applegate, 2010, p.232). Teachers who can find ways to meet this goal are making 
instructional choices every day that serve boys and their motivation to read well.  
Method 
Context 
 Research for this study took place within a large school district in Western New York. 
The New York State District Report Card for the 2011-2012 school year indicates that a total of 
30,489 students, pre-kindergarten through grade 12, were served by the district. The student 
population at James Oak School, which served 645 students in kindergarten through grade 8 in 
the 2011-2012 school year was made up of 84% African American, 8% Hispanic or Latino, 6% 
Caucasian and 2% Asian or Native Hawaiian. Of this population, 82% of students were eligible 
for free or reduced lunch.  Research for this study occurred within the intermediate elementary 
section of the building, which is comprised of students in grade four and grade five on the second 
floor of the spacious building. The average class size was approximately 20 students, with three 
sections, including one special education inclusion classroom at each grade level. This study 
occurred within one of the inclusion classrooms. The classroom is an inclusive, co-taught setting, 
indicating that it has students with and without individualized education plans (IEPs), one regular 
education teacher and one special education teacher. This specific classroom has a total of 20 
students, one special education teacher and one regular education teacher. Of the 20 students, 10 
are female and 10 are male, and 11 of those students have IEPs. Demographically, the class 
includes 18 students that are African American, one student who is Hispanic and one student 
who is Caucasian. All students are in working within the fourth grade curriculum.   
Participants 
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 The participants for this study included 2 out of the twenty students which comprise the 
inclusion classroom mentioned above.  Both participants were boys between the ages of eight 
and nine enrolled in grade 4. Both of the participants in this study have a low socioeconomic 
status and are eligible for free or reduced lunches at school.  One of the participating students has 
an IEP and is significantly behind grade level expectations in regards to academics; the other 
does not have an IEP and is considered to be working at or above grade level. As a result of this 
dichotomy, all students receive small group, modified instruction and differentiated tasks in the 
area of literacy with varied frequency from one to five times weekly.  
 Sam (a pseudonym) is an energetic eight-year-old male who is a fourth grade student at 
James Oak School. Sam is an African-American student who lives at home with his mother and 
2 sisters in the inner city. His older sister attends a school that serves children with multiple, 
complex disabilities. His younger sister is not yet of school age. Academically, Sam is at grade-
level with a Fountas and Pinnell reading level of P. In the classroom Sam is polite and eager to 
please, but struggles to stay focused and requires seating away from others as well as frequent 
check-ins while completing classwork and reminders to complete and return homework.  
 Mark (a pseudonym) is an eight-year-old male who is a fourth grader at James Oak 
School. Mark is a Hispanic student who lives at home with his mother and father in heart of the 
city. Mark has an academic IEP and is considerably below grade level reading at a first grade 
level (Fountas and Pinnell level G). In the classroom Mark is rather shy but well-mannered and 
hard-working. Mark works diligently to receive the praise of his teachers and beams with pride 
when he receives it.   
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 Mrs. Standetto (a pseudonym) is the certified elementary special education teacher in 
Sam and Mark’s fourth grade classroom. She has been teaching at James Oak School for 9 years.  
At the time of the study it was her second year teaching fourth grade.  
 Mrs. Hardy (a pseudonym) is the certified elementary teacher in Mark and Sam’s fourth 
grade classroom. She has been teaching in the district for seventeen years. At the time of the 
study it was her second year at James Oak School working with Mrs. Sandetto in fourth grade. 
Researcher Stance  
 Currently, I am a graduate student at St. John Fisher College working towards completing 
my coursework for a Master’s degree in Literacy Education, Birth- Grade 6. I presently hold a 
Bachelor’s degree in Childhood Education. As a researcher in this study, I acted as a passive 
observer, meaning that I assumed no responsibilities as a teacher as I focused on collecting data 
(Mills, 2014). In doing so, I conducted observations and collected data by watching the 
participating students with their classroom teachers in a setting in which I acted only as a 
researcher not as a teacher.  
 
Method 
 Through the length of this study, I collected both qualitative and quantitative data to 
examine how instructional choices implemented in a classroom influence boys’ motivation to 
read. The study specifically examined the effects of choice, or lack of, texts used and inquiry-
based literacy assignment on students’ motivation, participation and engagement with reading 
and related literacy tasks. For the purpose of collecting data, students were observed during both 
a whole group and small group English Language Arts (ELA) focused lesson. The study took 
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place over the course of seven sessions. Two of the sessions at the beginning of the study were 
dedicated to conducting individual student motivation surveys (Appendix A) and a ‘boys’ only 
focus group (Appendix B) to further discuss participants’ reading practices, motivations and 
reactions to school and classroom-based literacy practices were conducted before beginning 
classroom observations. The focus group discussion was audio recorded and transcribed. 
 Throughout the next four sessions, students took part in literacy instruction which 
consisted of two approximately 60 minute whole group engage NY ELA module lessons and two 
20 minute guided reading lessons. The whole group lessons were part of the Common Core 
implementation resources written by Expeditionary Learning (Appendix C). The observed 
lessons began Module 1, Unit 2 which is written with the focus of the use of informational text to 
deepen existing knowledge of Native Americans in New York. Determining the main idea and 
supporting details, note taking and using context clues to infer word meaning are skills of focus.   
In the first lesson, which is designed to be an introduction to the new unit, students reviewed 
what they already had learned about the Iroquois and examined a new text first finding and 
learning about text features then using text features to discover more in-depth information about 
the Iroquois within the text. The next lesson focused on discovering the main idea which was 
modeled by the teacher through read aloud and then practiced by students through partner 
reading. The lesson also focused on using a graphic organizer to take notes and organize 
important ideas and details in a text. In this classroom, small group, guided reading lessons, had 
a social studies focus in order to meet the curriculum requirements within the time constraints of 
their daily schedule. Students in small groups (4 to 6 students) read social studies texts that 
focused on the current topic of social studies, Native Americans. The texts used are leveled to be 
below, on, or above grade level and students are grouped according to reading ability and needs.   
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During each of these learning activities, students were observed and data was collected based on 
the number of times participant students raised their hand to participate and/or made meaningful 
word utterances, a questions or comment relevant to the lesson, in order to gauge their 
motivation and engagement for these particular learning experiences. The lessons themselves 
were also rated based on rubric (Appendix D) for their appeal to boys’ according research-based 
strategies. After the first two observations, the researcher shared data gathered from the 
motivation surveys, focus group discussion and classroom observation field notes, as well as, 
received feedback from the instructors before conducting the last observations. In addition to the 
data collected above, the number of literacy assignments completed throughout the duration of 
the study was tracked for each student. Each assignment was also rated based on a rubric 
(Appendix E) for its appeal to boys.  
 Finally, during the last session of the study, students were re-gathered to hold a final 
focus group discussion. The post-observation focus group was held in order to evaluate the boys’ 
perceptions of any changes that may have been made to classroom instruction. All focus group 
discussion was audio recorded and transcribed.  
Quality and Credibility of Research 
 In completing any action research, it is necessary to evaluate and ensure the study’s 
quality and credibility. In order to ensure quality and credibility, Mills (2014) focuses on the 
work of Guba (1981), identifying credibility, transferability, dependability and confirmability as 
vital components of a qualitative research study’s trustworthiness. With maintaining 
trustworthiness in mind, each of these four components have been carefully examined and 
thoughtfully put into place within the current research to confirm its trustworthiness.  
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 40 
 Mills (2014) defines the credibility of a study as the “researcher’s ability to take into 
account the complexities that present themselves in a study and to deal with patterns that are not 
easily explained” (p. 115).  In order to ensure credibility throughout this research, I practiced 
triangulation by collecting various forms of data to gain an accurate perspective for this study.  
Triangulation is the desire to use a “variety of data sources and different methods are compared 
with one another in order to cross check data” (Mills, p. 116). I triangulated this study through 
the careful collection and use of experiential, enquiry, and examination data. Conducting passive 
observations of students and lessons conducted, conducting motivation questionnaires and focus 
group interviews, collecting descriptive field notes of both students and the classroom 
environment and evidence of student in and out of class participation data are all data collection 
methods that were utilized throughout this study.  
 Transferability, in addition to credibility, is also essential to a trustworthy study. 
According to Mills (2014), transferability refers to “researchers’ beliefs that everything they 
study is context bound” and that the goal of their work is to “facilitate the development of 
descriptive, context-relevant statements;” not generalized statements to larger groups of people 
(p. 116). In an effort to ensure transferability in this study, I collected detailed descriptive data of 
the context in which I conducted this study in order to permit comparison to other contexts. In 
developing descriptive data specific to the context of my study, others may identify with and 
“make judgments about fittingness with other contexts possible” (p. 116).   
 Dependability is yet another vital component of warranting a valid and trustworthy study 
has been considered for research. Dependability refers to the stability of the data collected 
throughout the research process (Mills, 2014). Through the practice of triangulation, several 
methods utilized for collecting data overlap. The practice of overlapping methods provides “a 
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way that the weakness of one is compensated by the strength of another” (p. 116). As previously 
stated, I used observation, student questionnaires, student focus groups and the collection of 
student participation data throughout the course of this study. In using at least three methods of 
data collection, I provide dependability to my study by overlapping methods for data collection. 
 A final component of creating a valid and trustworthy study is to provide confirmability. 
Mills (2014) defines confirmability as the “neutrality or objectivity of the data that has been 
collected” (p. 116). The triangulation process present throughout my study aided me in ensuring 
the component of confirmability in my study. The utilization of a variety of different data 
sources allows those sources to be compared with one another in order to cross-check and 
confirm collected data (Mills, 2014). In addition to practicing triangulation, I also practiced 
reflexivity by keeping a journal throughout the course of my data collection in which reflections 
were recorded on a regular basis.  Through those reflections, I was able to “reveal underlying 
assumptions or biases” that may cause me to “present findings in a particular way” (Mills, p. 
116). Through the process of meeting each of these criteria, I believe that the data collected 
during the course of this qualitative study is trustworthy, and as a result offers valid insight into 
the influence of instructional choices on boys’ motivation to read.  
Informed Consent and Protecting the Right of the Participants  
 Prior to carrying out my research, I needed to request informed consent from both the 
teachers in the classroom I planned to conduct my study in and permission from the parents of all 
students who were to be involved in the study. I provided each adult with a form that outlined the 
purpose of the study and requested their permission and signature to conduct research. 
Additionally, I needed to receive written assent from each student following the receipt of 
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parental permission. I provided written and verbal explanation of the purpose of the study to each 
student and discussed what their role would be in it. In an effort to protect identities and ensure 
anonymity, all involved participants, teachers, parents and students, were notified that their 
names would be changed to pseudonyms and that any identifying marks would be removed from 
artifacts. 
Data Collection 
 As previously stated, I collected three different forms of data in order to meet the 
standard process of triangulation. One form of data collection that I used is field notes. I sat in an 
unobtrusive area of the classroom where I could observe both teacher and student actions and 
dialogue effectively. Throughout each session, I took detailed field notes and kept record of 
participant students’ participation and engagement in the literacy lesson or activity by tallying 
the number of times each student raised their hand to participate and/or provided meaningful 
word utterances, be it a question or comment appropriate to the lesson. I also documented 
specific aspects or components of the lesson in a rubric designed to assess the lesson or activity 
for it appeal to boys. After compiling detailed field notes, tally records and rubric evaluations, I 
also kept a journal of my own thoughts in regards to the session as a means of reflection and 
synthesis.   
 I also conducted student questionnaires to assess current motivation to read and pre and 
post ‘boys’ only’ focus group discussions with all of the students that participated in the research 
in order to develop a deeper understanding of their current state of motivation in regards to 
literacy and those things which motivate them. Students were individually assessed on their 
participation and engagement in literacy activities in and out of school through observations of 
students in class and collection of teacher records of literacy assignments completed outside of 
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class. Students were assigned an effort score based on teacher knowledge of their abilities in 
relation to the effort put forth on assignments completed. Assignments were also evaluated on a 
rubric designed to rate their appeal to boys based research-based strategies for motivating boys in 
literacy tasks. At the end of the study, this data was examined to determine students’ motivation 
to read and participate with literacy as well as any correlation there may have been to the 
instructional choices made in their classroom. 
Data Analysis 
As I collected my data, I took several steps to analyze the data after each component of 
research was completed and corresponding data was collected.  A thorough analysis of all data 
was required to determine the findings of my research as a whole.  I began first by analyzing the 
Motivation for Reading Questionnaire (Wigfield & Guthrie, 1997) I administered to the 
participants to determine their overall motivation to read, and particularly their feelings about 
types of texts read, recognition for reading and social reasons for reading.  In order to determine 
over all motivation to read I scored each of the 11 constructs of motivation as outlined in the 
guidelines for use of the questionnaire.  Each construct was scored individually by recording the 
student response to corresponding items on the questionnaire then averaging the responses to 
determine an overall score for each construct.  Each construct contained between 2 and 7 items.  
After all constructs were scored, they were added and averaged to determine a score for overall 
motivation for reading.  I also read the questionnaires carefully and looked for similarities and 
differences between the participants’ responses. I coded this information by highlighting any 
items that the participants had significantly different responses to (more than 1 point difference).  
Items that were not highlighted indicated similar responses between the participants.  
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 The next piece of data I analyzed was the focus group discussion I conducted with the 
two participants. To analyze the discussion, I first transcribed the conversation that I had 
previously recorded using my cell phone. I listened to the discussion and reread the transcription 
several times. I began annotating the transcription to code the data for similarities in the type of 
response given. After determining three major codes that responses fell into, I highlighted 
responses using three different colors to make the data and findings from the focus group 
discussion visually clear. I tried to connect discussion responses to questionnaire responses and 
the themes and findings present in my literature review; I noted any findings that matched 
findings discussed in the literature review in the margins and I flagged any discrepancies 
between the two data sources with a red circle on both the transcription and questionnaire.  
 The next pieces of data I analyzed were the field notes collected during lesson 
observations.  I counted tally marks to calculate the total number of times participants raised 
their hand to participate and the number of meaningful word utterances for each observed lesson 
respectively.  I used notes taken regarding the structure and content of the lesson to assess the 
lesson using a researcher-created rubric which scored the lesson based on its appeal to boys.  
During this process I reflected deeply on each lesson and how its components either met or did 
not meet the preferences of boys based on learning gained from the literature.  I scored the lesson 
based on 8 components found to appeal to boys on a 1 to 4 scale; 1 indicating that the lesson did 
not meet the component, 4 indicating that the lesson meet the component completely and with 
excellence.  I also indicated any evidence of my score on the rubric.  After scoring each 
component, I averaged the scores to determine an overall score for appeal to boys for each 
observed lesson.  Finally, I analyzed the rubric scores and motivation/participation scores for any 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 45 
correlation, noting which lessons invoked more or less participation and what components for 
boys’ appeal the lesson met well.  
 Another piece of data I analyzed were the field notes taken on while examining the 
student library.  I organized my findings into a chart that indicated the major characteristics of 
the text and whether or not it featured text characters found to appeal to boys based learning 
gathered from the literature review.  I recorded the major characteristics and indicated whether 
the text featured particular characteristics that appeal to boys with an “X” or the word “NO.”  
After I recorded all the findings from books at each participant’s level, I highlighted texts that 
met at least 5 out of 7 of the appealing characteristics to visually indicate that according to those 
characteristics alone, the book should be appealing to boys.  
 The final pieces of data I analyzed were examples student work to see the effort put forth 
when completing English Language Arts assignments.  I scored the assignment based on the 
rubric for appeal to boys and indicated the score provided by the teachers for effort based on 
their knowledge of the students’ abilities for ELA assignments.  I looked for and made note of 
any correlation between the score given and the characteristics of the assignments and their 
appeal to boys.  
 To analyze all my data as a whole I looked for topics and responses that repeatedly came 
up and for similarities and differences in the data overall. The codes and notes I took helped me 
see three themes within my research data which I will discuss in my findings. 
Findings and Discussion 
Throughout my research, I used mixed methods to collect my data about boys’ motivation to 
read.  My quantitative data consists of several tables that display data gathered from the 
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motivation for reading questionnaire, tallied field notes and scored rubrics on texts available, 
lesson and assignment appeal to boys.  My qualitative data is represented throughout this 
research paper based on student and teacher responses in focus group discussions and comments 
made during periods of time when detailed field notes were being taken.  When looking at all of 
the above data sources three themes were recurring; these themes included the following: boys’ 
overall motivation to read is good, the importance of text characteristics and availability or use of 
books that boys are interested to read, and student compliance with the expectations of the 
classroom.  These themes became apparent while analyzing my field notes, student motivation 
for reading questionnaires, focus group discussion, student work samples, and the participants’ 
behavior during observed lessons.  Each method of gathering data in my research provided me 
with a different perspective in regard to how this classroom met suggestions that research has 
shown to motivate boys and how two boys’ in this classroom were influenced by the 
instructional choices their teachers, school, district and state had made. 
Students Overall Motivation for Reading is Good 
 The gender achievement gap that exists when students enter kindergarten and in many 
cases remains stable or continues to grow throughout school has been linked to motivation 
(Kirkland, 2011; Fisher & Frey, 2012; Marinak & Gambrell, 2010). In other words, boys need to 
be motivated to read in order to do well in school. Based on the data gathered, the participants in 
this research study, overall, do in fact have good motivation for reading. The first piece of data I 
noticed this theme in were the scores for the individual constructs and overall score on the 
Motivation for Reading Questionnaire (MRQ). Table 1 below shows the overall scores for each 
of the participants (MRQ, October 2013). 
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Table 1 
Overall Score on Motivation for Reading Questionnaire 
Student Overall Score out of 4 Overall Score as Percentage 
Sam 3.34/4 83% 
Mark 3.18/4 80% 
 
Despite the achievement differences, Sam is a regular education student reading on grade-level; 
Mark is a special education student reading considerably below grade-level, the boys have very 
similar feelings about and motivations for reading. They answered similarly (within 1 value 
point) about almost every question on the questionnaire (MRQ, October 2013). There were few 
questions that invoked significantly different (a 2 or more value point difference). Those 
questions fell within the reading challenge and reading competition constructs. In the case of 
reading challenge, Sam, the higher achieving of the boys, answered significantly more positively 
than Mark. This data may indicate that motivation for reading challenge is very important to 
reading achievement. Table 2 shows two MRQ questions from the reading challenge construct 
where Sam answered significantly differently and more positively regarding his feelings about 
reading challenge than Mark. 
Table 2 
Significantly Different Responses Within the Reading Challenge Construct  
Motivation for Reading Questionnaire Sam Mark 
 Response 
Question 2: I like it when the questions in 
books make me think. 
4 – A Lot Like Me 2 – A Little Different From 
Me 
Question 5: I like hard, challenging books. 3 – A Little Like Me 1 – Very Different From 
Me 
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In each case, Sam showed significantly more motivation for reading challenges than Mark. It is 
possible that motivation for reading challenges, including texts or questions that require deep 
thinking and texts that are structurally challenging, influence overall reading motivation and in 
turn, achievement more significantly than other constructs for motivation as both Sam and Mark 
scored high overall on the MRQ, still Sam is significantly higher achieving than Mark 
academically.  Sam’s successes and Mark’s difficulties with reading challenges up to this point 
may provide insight into these differences. This data is concerning as many declines in 
motivation are seen in fourth grade as well as ‘the fourth grade slump’ in achievement. It is also 
of note that the curriculum at James Oak School, along with other schools in New York State and 
other states, has recently changed to meet Common Core standards. These changes included 
significant changes to the rigor of instruction in classrooms at James Oak. It is likely that Mark is 
struggling significantly with the level of rigor in his fourth grade classroom which has a negative 
impact on his motivation for reading.  
 Conversely, in the case of reading competition, Mark, the lower achieving of the boys, 
answered significantly more positively than Sam according to the questionnaire. This data may 
mean that motivation for reading competition is not significantly tied to reading achievement.  
Table 3 illustrates two questions from the MRQ regarding the boys’ feelings about competition 
in reading which Mark answered significantly different than Sam by expressing that competition 
in reading is not important to and very different from him. 
Table 3 
Significantly Different Responses Within the Competition in Reading Construct 
Motivation for Reading Questionnaire Sam Mark 
 Response 
Question 9: I try to get more answer right 
than my friends. 
1 – Very Different From 
Me 
4 – A Lot Like Me 
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Question 41: I am willing to work hard to 
read better than my friends. 
1 – Very Different From 
Me 
3 – A Little Like Me 
 
It is apparent that Mark longs to do well in school, at least better than his friends, which Sam 
does not seem to be as concerned with this part of reading success. Although competition in 
reading is perceived as a positive construct based on the MRQ, one can also analyze the 
questions in terms of intrinsic and extrinsic motivation. Marks need to be better than his friends 
represents extrinsic motivation when he can see that he has more right answers or is reading 
better in comparison to someone else; his motivation does not truly come from himself but from 
comparison to others. It can also be analyzed that Sam’s motivation to read comes from within 
himself as he is motivated to do well (MRQ, October 2013) but is not concerned with ‘beating’ 
or being ‘better than’ his friends. Sam’s intrinsic motivation to do well is much more powerful 
and effective than extrinsic motivation, which comes from outside sources, such as comparison 
to or competition with his friends (Wigfield, et al., 2004). This data may mean that teachers and 
other people who have significant influence in readers’ lives and motivation, including parents, 
need not encourage competition in reading. They should also take care to make careful choices 
about the type of rewards they give and keep in mind that creating intrinsic motivation for 
reading is more powerful and impacting on reading achievement. This data would support the 
research of Logan and Medford (2011) who found that intrinsic motivation is closely associated 
with both boys’ belief in their level of reading skill and their actual reading skill.  
 Student work completed in class showed both participants putting forth considerable 
effort in their neat and complete work. Their teachers agreed that the boys’ effort and motivation 
are okay, but that there is room for improvement. Their ELA effort scores as assessed by their 
teachers are displayed in Table 4 which presents each of the boys’ effort scores for their work in 
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ELA on a scale out of 4, as scaled on their report cards, and as a percentage. Neither boy scored 
at 100 percent and Sam, the higher achieving student, scored slightly higher than Mark in terms 
of effort. 
Table 4 
Effort Scores as Assessed by Classroom Teachers 
Student Overall Effort Score out of 4 Effort Score as Percentage 
Sam 3/4 75% 
Mark 2/4 50% 
 
In a teacher interview, the boys’ teachers noted that all ELA work is completed in class; “We 
don’t give ELA homework or keep a reading log” (teacher interview, October 2013). This 
practice may limit the knowledge of teachers on students true motivation to read and complete 
reading tasks because they only see what the boys do within the classroom, not what they will do 
at home, on their own. However, it may also increase student motivation for the reading and 
reading tasks they complete in class because they are not overwhelmed with at home reading 
tasks, such as keeping a reading log, that they may not see or value the purpose for. This idea 
would support that data collected by both Mata (2011) and Senn (2012) who found that boys 
were more motivated when they knew, understood and valued the purpose of the reading task 
they were asked to complete. The teachers cited the fact that the school’s new 9:00 am to 5:00 
pm school day leaves little time for students to do homework, socialize with their families and 
relax after a long day, for those reasons, they only send math homework home. Independent 
reading is incorporated into the school day as a morning work activity, multiple literacy centers 
and as an option for students when they finish a task early (field notes, October 2013). 
Observations also revealed that based on the co-taught structure of this classroom, most ELA 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 51 
work is completed with a significant amount of teacher support in small group settings. Mark, in 
particular, requires his teachers to be “on him” (teacher interview, October 2013) in order to get 
work started and completed but that Mark does put forth effort and is eager to please his 
teachers. This data may indicate that despite his frequent avoidance of work, it is his teachers’ 
high expectations for him and the recognition he gets for reading or completing reading tasks 
appropriately that are most motivating to Mark. The effect a compliment or other recognition for 
reading creates inside a reader is intrinsic motivation, which Logan and Medford (2011) found to 
be significantly connected to boys’ motivation and achievement in reading. Both of these ideas 
are also present in the MRQ data. Table 5 displays Mark and Sam’s responses to one question 
concerning avoidance of work and four questions regarding the boys’ feelings about recognition 
for reading on the MRQ; the table illustrates that Mark, the lower achieving student, avoids 
reading schoolwork but both students find recognition for reading very important and motivating 
to them.  
Table 5 
Responses to Questions in the Avoidance of Work and Reading Recognition Constructs 
Motivation for Reading Questionnaire Sam Mark 
 Response 
Question 34: I do as little schoolwork as 
possible in reading. 
1 – Very Different From 
Me 
3 – A Little Like Me 
Question 28: I like having the teacher say I 
read well 
3 – A Little Like Me 4 – A Lot Like Me 
Question 43: I like to get compliments for 
my reading 
4 – A Lot Like Me 3 – A Little Like Me 
Question 44: It is important for me to see 
my name on a list of good readers 
4 – A Lot Like Me 3 – A Little Like Me 
 
Question 47: I am happy when someone 
recognizes my reading 
4 – A Lot Like Me 4 –  A Lot Like Me 
 
Although Mark tries to avoid schoolwork in reading, his teacher’s recognition is a major 
motivator. His teachers’ dedication and patience with Mark allows him to be as successful as he 
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is when completing ELA work in class (field notes, October 2013; student work, October 2013). 
The importance of teacher praise and recognition in motivating boys is made very clear by the 
responses of both participants. It is possible that recognition and praise are some of the most 
significant influences on boys’ motivation to read. This data may also mean that providing 
positive and successful experiences with reading where boys can receive the positive recognition 
that motivates them is especially important for boys. This data would support Logan and 
Medford’s (2011) study in which they found that “boys with low levels of attainment may be 
more likely than girls to become disengaged or de-motivated as a result of their negative 
experiences” (p. 91). Although there are many factors and constructs to consider, the support, 
praise and recognition of the participants teachers inevitably factors into their relatively high 
MRQ motivation score. During classroom observations (October 2013) the co-teachers in this 
fourth grade classroom provided constant feedback to students throughout lessons and 
transitions; most feedback included positive reinforcement and sometimes utilized their reward 
clip system where students earn privileges, not toys or candy, for great effort and behaviors (field 
notes, October 2013; focus group, October 2013).  In the focus group interview, Sam said that 
when you do the right thing in class his teachers “tell us to move our clip” and both participants 
included an image of the clip system on student work which required students to create a 
classroom flag using symbols that represented the ideas and beliefs that they have for their 
classroom community (student work sample, October 2013). These pieces of data may indicate 
that the importance of this clip system for motivating students is very significant. The logistics of 
the clip system in this classroom, where they earn privileges, not prizes, supports Mata’s (2011) 
research where she found that extrinsic rewards, such as trinkets, toys and other prizes, 
undermine intrinsic motivation.  
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 Field notes taken during lessons observed allowed me to get a first-hand account of how 
the boys responded to and participated in ELA lessons in their classroom. Mark appeared to be 
significantly lesson motivated to participate in all lessons observed. Table 6 below shows the 
data for participation in a whole group lesson observed; the number of times each participant 
raised his hand and each time he made a meaningful word utterance whether it be after be called 
on with his hand up, called on randomly without having his hand up, or participating in chorally 
answering a question posed by the teacher for the whole group. 
Table 6 
Student Participation – Whole Group 
Observed Whole Group Lesson 1 Hand Raised Meaningful Word 
Utterances 
Sam 21 16 
Mark 0 3 
 
Field notes and the tallied data above show that Sam was very active and engaged in this whole 
group lesson; Mark, on the other hand, only participated in simple, fill-in the blank or finish the 
sentence type questions answered by the whole group and provided one  response when called on 
(without his hand up). It’s possible that Mark was not engaged by either the setting or content of 
this whole group lesson. The lesson (Appendix C) did not include many of the components found 
to engage and motivate by Fisher and Frey (2012) including inquiry or choice which may have 
been more engaging for Mark; however it cannot be ignored that Sam was very motivated during 
the lesson despite its lack of inquiry or choice which contradicts the findings of Fisher and Frey.  
 Small group lessons, allowed me to see the participants in a different setting. According 
to teacher interviews and classroom observations (October 2013), students are accustomed to 
working in a small group with one of their teachers several times during the course of a day, for 
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many different subjects. Table 7 below shows student participation data for the small group 
lessons observed. Again, motivation and participation were measured by the number of times 
each participant raised his hand and each time he made a meaningful word utterance whether it 
be after be called on with his hand up, called on randomly without having his hand up, or 
participating in chorally answering a question posed by the teacher for the entire small group. It 
should be noted that Sam and Mark are not in the same small group as groups are made 
homogenously and the participants are at significantly different academic levels. 
Table 7 
Student Participation – Small Group 
Observed Small Group Lessons Hand Raised Meaningful Word 
Utterances 
Sam 23 50 
Mark 6 41 
 
Sam appears to be equally motivated in whole and small group lessons. This data may indicate 
that for Sam, whole group and small group lessons are equally motivating for him to participate 
in and the setting of the lesson is not important for his motivation. The differences between small 
group and whole group instruction were not discussed in literature reviewed for this research but 
may be of interest for further research. In a group of students that is smaller Sam is, however, 
able to contribute to the lesson and discussions significantly more which he seems enjoy (field 
notes, October 2013).  Mark participates significantly more and is more motivated to do so in the 
small group setting. This data implies that for struggling readers like Mark, a small group setting 
is more motivating; he is able to receive more attention and instruction from his teacher which 
allows him to experience success and receive positive recognition for his participation in the 
tasks and questions presented through the lesson. This data supports and reiterates the 
importance of Logan and Medford’s (2011) findings that boys are especially influenced by 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 55 
negative experiences with reading and that these experiences disengage them and reduce 
motivation to read.  When examining Mark’s small group participation, the role of his teacher 
should be noted as she does not give Mark a choice; his hand was raised relatively few times, but 
his teachers method of invoking participation in the lesson and responses to questions was 
teacher-directed as she consistently called on students to participate without requiring or 
encourage them to put their hand-up (field notes, October 2013).  Mark was reluctant at first, but 
confidence and interest in answering questions increased as the lesson went on (field notes, 
October 2013) which may indicate that he felt successful and therefore motivated by the 
structure and style of this small group lesson 
 As seen from the MRQ, focus group discussion, teacher assessment and interviews, field 
notes and student work samples, the male participants in this study are motivated to read. 
Differences between participants were seen in how students feel about reading challenge and 
competition and observed participation; however, it is clear from the data that both participants 
look to teacher recognition and praise for motivation and are significantly motivated to 
participate more in a small group learning scenario.  
Importance of Texts Available and Texts Used 
 Authentic reading and reading lessons are based on and require authentic texts. Many 
teachers have a love of literacy and books; however, their personal interests and texts they are 
drawn to buy or otherwise acquire for classroom libraries and lessons are sometimes unappealing 
to boys. When texts are unappealing it is only natural that one is less motivated to read and work 
with them. Kirkland (2011) expressed concern for the selection and use of text used with boys 
arguing that “youths are not failing to engage with texts; many of the texts we teach are failing to 
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engage youth” (p. 201). While taking field notes in the observed classroom, I took note of each 
text available to participants at their current reading level. The teachers noted that the classroom 
library consisted of “whatever was at the book store” (teacher interview, October 2013), which 
implies that they did not consciously choose books with boys in mind. However, overall a 
significant number of books appealing to boys according to the characteristics Atkinson (2009), 
Edmunds and Bauserman (2006), and Farris, et al., (2009) found in their research. Characteristics 
looked for in each book included its cover, illustrations, topic, whether or not it included a major 
male character, genre and the amount of white space and font size on each page. Table 8 displays 
the overall results of investigating the texts in the classroom library at each participant’s level for 
appeal to boys based on 7 characteristics identified by the researchers above and provides the 
total number of books available to participants at their level and of those books, the number of 
books meeting at least 5 of the characteristics listed above. 
Table 8 
Books in Classroom Library at Participant Levels 
Student Total Books Available at 
Participant Level 
Total Books Meeting 5 or 
More Appealing 
Characteristics 
Sam 18 10 
Mark 16 11 
 
Participants agreed that the books in their classroom library were appealing to them but also 
noted that they utilize libraries at school and in their neighborhood to get books. Sam stated that 
he goes to the library “‘bout every 2 weeks” with his family “‘cause we got one right around the 
street from us” (focus group, October 2013).  This may indicate that he seeks more variety or 
other books that are not available or easily accessible to him in his classroom or school library. 
Edmunds and Bauserman (2009) may recommend that the classroom library be organized 
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differently that as it is in this classroom; the books in this classroom are organized only by 
reading level, Edmunds and Bauserman suggest that creating three-piece kits that feature three 
different types and genres of texts based on topics of interest may meet the needs of boys more 
effectively which could allow teachers to have more influence on boys’ choice reading as they 
can help expand their interests, types and genres of texts read. When speaking of the library, Sam 
further clarified that “When I’m home I go to the one in my neighborhood but when I’m here I 
go to the one at school” (focus group, October 2013). Sam also confirmed Edmunds and 
Bauserman’s (2006) research that found that exciting book covers influence students desire to 
read a particular text when he stated, “I pick, like by the way the cover looks” when asked about 
how he makes book selections (focus group, October 2013). It is a possibility that the appearance 
of the cover is most important to boys’ reading choices and interest in reading books presented to 
them. 
 The importance of texts used was also seen in the data gathered from lesson observations. 
Mark and Sam both participated and were engaged in small group lessons; Sam was still very 
engaged during whole group lessons, while Mark participated but considerably less, which may 
indicate the importance of small group instruction for motivating and engaging struggling 
readers. When I evaluated the lessons for their appeal to boys, the lessons overall did not score 
well based on the 8 criteria which I chose based on research gathered from my literature review. 
While observing lesson I looked for elements of inquiry, choice, authenticity, technology and 
questioning to stimulate deep, thoughtful conversation in addition to the purpose of the lesson 
given and the topic and text utilized in the lesson.  I gave each criterion a score from 1 to 4 based 
on the presence and predominance of the element and the appeal to boys. The lessons fell short 
in terms of use of inquiry, technology and elements of choice. Table 9 below displays the overall 
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scores based on the rubric described above for each observed lesson, which consist of an 
averaged score calculated after scoring each criterion individually; the scores are displayed both 
as a figure out of 4 and as a percentage out of 100. The lessons did not score well based on the 
rubric created to assess their appeal to boys.  
Table 9 
Overall Scores for Lesson Appeal to Boys 
Lesson Overall Score out of 4 Overall Score as Percentage 
Whole Group 1 2.4 60% 
Whole Group 2 2.5 63% 
Small Group 1 2.1 53% 
Small Group 2 1.6 41% 
 
Despite the fact that these lessons were not overall very appealing to boys in terms of criteria that 
research has shown to motivate boys, the male participants in these lessons were still motivated 
to read and learn based on their observed participation and behavior (Table 6 and Table 7). This 
indicates that not all of the criteria examined are essential for motivating boys. This data does not 
support the findings of Fisher and Frey (2012) who cited inquiry and choice as key factors in 
motivating boys.  However, in each lesson, scores for the text used were high, suggesting that the 
text used is a very powerful motivator. Individual scores for the appeal of text used to boys for 
each lesson are displayed as a score out of 4 and as a percentage out of 100 in Table 10 below.  
Table 10 
Text Uses Scores for Lesson Appeal to Boys 
Lesson Text Used Score out of 4 Text Used Score as Percentage 
Whole Group 1 4 100% 
Whole Group 2 4 100% 
Small Group 1 3 75% 
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Small Group 2 3 75% 
 
Lines 1 and 2, which display the scores for the text used in whole group lessons for their appeal 
to boys, show that the texts utilized in compliance with the Expeditionary Learning modules 
were very appealing to boys.  The texts utilized in the small group lessons, displayed in lines 3 
and 4, were also appealing to boys, but not as appealing to boys’ interests and preferences as 
those used in the whole group lessons. When connecting this data to that shown in Table 6 and 7, 
students participated more in the small group lessons even with slightly less appealing texts. It 
may be that the influence of the small group setting and teacher influence assisted in motivating 
the participants.  It is also a possibility that the appeal of the texts in the whole group lessons 
assisted in motivating students in the less motivating whole group setting. The significant 
influence of an appealing text, as illustrated in the data above, supports the research of Edmunds 
and Bauserman (2006) who found that children are highly motivated to read based on the appeal 
of the text to them.  
This theme of the importance of texts used was seen again when looking at student work. 
Both participants completed in class assignments neatly, completely and with a visible sense of 
pride which was confirmed by teacher conversation when Mrs. Hardy commented that Mark 
“noticed his letter was gone and asked me what happened to it” when I had removed his student 
work to make a copy for my research purposes (teacher conversation, 2013). 
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Mark      Sam 
Figure 1. Student Work. This figure illustrates effort put forth by participants on an in class 
assignment. 
The student work pictured above, was derived from an assignment which again, did not score 
particularly well based on task criteria that appeals to boys in particular, purpose, use of inquiry, 
choice, and use of technology, but was based on an authentic and highly appealing text (See 
Appendix F for full rubric). Table 11 displays the overall score for the assignment as assessed by 
the rubric described above; an average of scores from each criteria, which is quite low and the 
text used score which is very high due to the highly appealing book utilized for the assignment.  
Table 11 
Overall and Text Used Score for Assignment Appeal to Boys 
Assignment Overall Score out of 4 Overall Score as 
Percentage 
Text Used 
Score out of 4 
Text Used 
Score out of 4 
Assignment 1 – 
Letter to a 
Character 
1.8 46% 4 100% 
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The low overall score, 46 percent, compared to the high text used score, 100 percent, and high 
effort and quality displayed in the student completion of the assignment (see student work in 
Figure 1) again suggests that the text used is a very important factor in boys’ motivation.  
 The importance of involvement with interesting and appealing text was confirmed by the 
participants in the focus group discussion. Sam commented that his favorite part of a reading 
lesson is when he is able to “look at pictures” (focus group, October 2013). This data implies that 
the illustrations in the text are very important and motivating to male readers. Edmunds and 
Bauserman (2006) and Zambo (2009) would both agree with the importance of selecting books 
that have great illustrations in order to appeal to male readers in the classroom as they found 
illustrations to be important motivators for boys in their respective studies. Although it cannot be 
concluded based solely on the data presented above, the data overall does confirm that text is 
extremely important in motivating boys and is perhaps even more significant in motivating boys 
than other factors of the lesson or assignment. The appeal of a text over another factor, difficulty, 
was assessed through questions on the Motivation for Reading Questionnaire (MRQ). Table 12 
displays participant responses to two MRQ questions that relate to the appeal of a text or interest 
in it being more important than difficulty; the participants’ responses reveal that texts that are too 
difficult are not appealing to boys. 
Table 12 
Appeal of or Interest in a Text as a Motivator for Reading  
Motivation for Reading Questionnaire Sam Mark 
 Response 
Question 8: If a book is interesting I don’t 
care how hard it is to read 
3 – A Little Like Me 2 – A Little Different From 
Me 
Question 13: I don’t like reading something 
when the words are too difficult 
4 – A Lot Like Me 3 – A Little Like Me 
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The data displayed in Table 12 may imply the limitations of text appeal as both participants 
showed hesitation or dislike for reading difficult texts, even if the book is interesting.  This data 
may mean that despite other appealing factors such as cover art and illustrations, humor or other 
exciting or interesting plot lines or topics, if a text is too difficult, it will not be appealing or 
motivating for boys to want to read. This data supports the research of Farris, et al. (2009) who 
also found that students do not enjoy very difficult text and that students, particularly those who 
have difficulty or have low ability for reading are more likely to choose books that appear easier 
to read based on large print, layout and white space. The texts used for the observed lessons were 
at grade level and included examples of difficult vocabulary; however, teachers used scaffolding 
to allow students to be successful in reading and using the text to gather information and this 
scaffolding combined with other appealing factors of the texts allowed students to stay motivated 
to read them (field notes, October 2013). This observation may mean that the role of the teachers 
is very significant in motivating boys, especially those who are struggling readers, to read 
required texts at their grade level. This data supports Sokal’s (2010) research where it was not 
whether the tutor was male or female that had the greatest influence on boys’ motivation and 
achievement, but carefully planned instruction driven by individual student needs. The small 
instruction provided by the teachers in my research, particularly, was planned specifically for the 
students in those groups and was designed to help students find reading challenge within chosen 
texts and overcome those challenges to  find success.  
 Overall participants expressed the importance of texts that appeal to them through their 
responses to the Motivation for Reading Questionnaire (MRQ) and based on classroom 
observations and discussion with the boys the classroom is doing an adequate job of providing 
boys with these types of books. The importance of texts that are appealing to boys was also 
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evident in the scored rubrics of lesson and assignment appeal to boys as compared to boys 
participation and effort on the assignment or in the lesson; despite assignments that lacked in 
many ways that would appeal to boys, quality and appealing texts were used and boys were 
motivated to read in order to participate and complete assignments using them. 
Students Showing Compliance with Classroom Expectations 
 Although the role of the teacher and the atmosphere of the classroom community were 
not part of large themes found in the literature review, these factors were predominate and clear 
in the research carried out and data gather in this fourth grade classroom. The two teachers, Mrs. 
Standetto and Mrs. Hardy, have a strong presence in their classroom and it was clear through 
classroom and lesson observations, interviews and student work samples, that together they have 
created a classroom community where hard work, participation and effort are not optional but are 
expectations that students meet or are prepared to face consequences for choosing not to meet 
including staying back from special classes or lunch to complete work (field notes, October 
2013). These expectations are clear and reinforced consistently by both teachers with positive 
reinforcement; Table 5 illustrates how important and motivating positive recognition for reading 
is to the participants in this research paper. Furthermore, the students expressed compliance in 
their responses to questions on the Motivation for Reading Survey (MRQ). Table 13 displays 
participants’ responses to four questions within the reading compliance construct on the MRQ 
that express their high levels of compliance for reading and reading assignments.  
Table 13 
Responses to Questions in the Compliance Construct 
Motivation for Reading Questionnaire Sam Mark 
 Response 
Question 23: I read because I have to. 4 – A Lot Like Me 4 – A Lot Like Me 
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Question 36: Finishing every reading 
assignment is very important to me 
4 – A Lot Like Me 3 – A Little Like Me 
Question 46: I always try to finish my 
reading on time 
4 – A Lot Like Me 3 – A Little Like Me 
Question 51: I always do my reading work 
exactly as the teacher wants it 
4 – A Lot Like Me 3 – A Little Like Me 
 
 
For each question regarding compliance Sam responded that the statements were a lot like him, 
indicating that he reads because he has to (line 1), finishing assignments on time is important to 
him (line 2 and 3), and that he tries to do his work exactly as his teacher wants it (line 4).  Mark 
answered very similar noting that he also reads because he has to (line 1), but that finishing every 
reading assignment on time (line 2 and 3) and completing his work exactly as his teacher wants it 
(line 4) are slightly less important to him, responding that those statements are “a little like” him. 
This implies that compliance with school and classroom expectations is a powerful motivator.  It 
is clear that either through the expectations set in school up to this point, their current teachers 
and classroom atmosphere or likely, a combination of both, the participants have come to know 
that they must comply with the expectations set by their teachers for reading and schoolwork. It 
is a possibility that it is again the importance of positive recognition for doing so (seen in Table 
5) is such a strong motivator for the boys. This data supports and reiterates the importance of 
Logan and Medford’s (2011) research on intrinsic motivation and the importance of showing 
boys success with reading as they are even more influenced by intrinsic motivation and negative 
reading experiences than girls.  
 The importance of expectations and the boys’ compliance with them was also illustrated 
in their work samples. ELA work is completed during class time with teacher support (teacher 
interview, October 2013). This scenario and setting allows the teachers to consistently express 
and help students meet their expectations for the assignment. Although it cannot be determined 
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whether it is the positive reinforcement for compliance or the expected consequence for not 
complying that motivates the boys to complete the assignments with the quality and effort that 
their teachers expect, each of the boys in this research paper complied with the expectations of 
assignments and their teachers to produce quality work.  
 Compliance was also seen in observed lessons, particularly small group lessons. In this 
setting the boys both participated more, as was expected by their teachers (see Tables 6 and 7). 
In both lessons, teachers directed questions and elicited responses or participation from students 
without asking for a hand up to represent students volunteering or being willing to participate; 
participation was not an option (field notes, October 2013). These observations suggest that it is 
a possibility that the role of the teacher and classroom expectations is an important motivator for 
boys. Especially in the case of Mark’s small group, the teacher leading this lesson gave ample 
wait time, reworded questions and provided scaffolding to encourage Mark to answer; it was not 
an option for him not to participate or not answer when called on (field notes, October 2013). 
This observation suggests that especially for struggling readers the teacher role in setting and 
consistently holding students to high expectations even as they struggle by using best practices 
and scaffolding is essential to motivating boys who are struggling to read. It also suggests boys 
are eager to comply with teacher expectations and by capitalizing on this desire to comply and 
receive praise, teachers can work through reading difficulties with students by holding high 
expectations and helping students reach them. This data supports Logan and Medford’s (2011) 
research where they found that instruction that is goal oriented, with realistic and manageable 
goals, is particularly suitable for boys. They concluded that “as boys experience increasing levels 
of achievement through successfully accomplishing these goals, they may have a positive impact 
on their intrinsic motivation” (p.93). As seen in Table 7, meaningful word utterances were 
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especially high in both small group lessons for Mark and Sam respectively in compliance with 
their teacher’s expectations and questioning. Through my observations as evident in my field 
notes, it was clear that these teachers held high expectations about reading, participation and 
effort for students and students rose up to meet them whether they did so with their own volition 
and ability or with the careful goal-setting, encouragement and scaffolding of their teachers. 
 Another piece of data that I also analyzed to show student compliance was question 53 on 
the Motivation for Reading Questionnaire (MRQ). The question which regards compliance with 
parent expectations and the student responses to the question which illustrate the importance of 
the participants’ compliance with their parents are recorded in Table 14 below. 
Table 14 
Motivation for Reading Questionnaire 
 Sam Mark 
 Response 
Question 53: My parents ask me about my 
reading grade 
4 – A Lot Like Me 4 – A Lot Like Me 
 
Based on this question, it is clear that the parents of both participants hold stake in school and 
feel that reading is important; by asking about their sons’ reading grade the participants parents 
are making clear an expectation that their sons’ do well at reading and are communicating this 
expectation to their children.  This data implies that parent involvement and influence is a very 
important motivator for boys.  Vekiri (2010) would agree that this is especially important for 
boys; her research showed that the correlation between self-efficacy beliefs and perceived 
parental expectations was higher in boys than girls. In other words, boys are even more affected 
by their parental expectations than girls. The importance boys in this study put on their parents’ 
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expectations for them about reading grades likely influences their behavior and compliance in 
the classroom and during reading lessons and assignments.  
 Overall participants showed compliance in general classroom interactions, lessons and 
assignments and confirmed their beliefs about being compliant in their responses on the 
Motivation for Reading Questionnaire (Table 13).  Their teachers’ high expectations and no 
nonsense attitudes for classroom behavior are evident as motivators from field notes taken during 
observations. The role of their parents is also a factor in compliance as both boys responded that 
their parents ask them about their reading grade (Table 15). 
 The data that was collected throughout this research paper showed that boys in this 
particular fourth grade classroom are motivated to read. My findings show that instructional 
choices including use of appealing texts, small group instruction and holding high expectations 
for students positively influence boys’ motivation to read. These choices, among many others, 
allowed boys to be successful and motivated in the classroom observed.  
Implications and Conclusions 
The findings in my research present several implications for elementary educators concerned 
with the motivation of boys in their classroom.  First, it is important that teachers are cognizant 
of the differences between boys and girls in their classrooms; we cannot treat and teach all our 
students the same. Just as we differentiate for students based on their academic needs, we need to 
differentiate or at the very least consider boys in our classroom when planning instruction and 
management. Teachers should use best practices for getting to know students in order to cater to 
their interests and learning needs as much as possible. The findings in my research suggest that 
teachers need to give particular attention to choosing texts that appeal to the boys in their 
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classroom for use in lessons and availability for choice reading. My findings also suggest that it 
is equally important that teachers use best practices in managing their classrooms in order to 
maintain a firm, consistent environment where expectations are high, communicated and 
consistently upheld by teachers with both positive reinforcement and appropriate consequences.  
 When teachers provide boys with texts that have characteristics such as interesting 
covers, colorful illustrations, simple layouts, adventurous plots, humor or horror, and characters 
they can relate to boys are more motivated to read (Cypress & Lee-Anderson, 2011; Edmunds & 
Bauserman, 2006; Zambo, 2009). In my study, male participants in a fourth grade classroom 
were motivated to read according to a Motivation for Reading Questionnaire and various other 
forms of data gathered through observations in the classroom. Their classroom library featured 
many books that meet the characteristics listed above and the boys agreed that their classroom 
library had books that they like to or would like to read. In each of the lessons observed, boys 
participated actively and interacted with texts that, according to the characteristics identified by 
researchers including Edmunds and Bauserman (2006), were highly appealing to boys. The texts 
utilized featured colorful illustrations, exciting and interesting topics, and simple non-fiction 
layouts with a plethora of colorful pictures and captions, diagrams and text boxes; boys in this 
study showed interest and motivation to read and work with them through their participation, 
questions and comments, as well as overall demeanor during the lessons. It is also of note that 
the texts were authentic and rigorous texts that met Common Core standards for fourth grade; 
teachers do not need to lower the rigor of the texts available to students or used in their lessons in 
order to appeal to boys.  
In lessons where other factors shown to appeal to boys, such as technology, use of 
inquiry and choice were not present, the boys in my study were still motivated to participate 
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actively when the text was appealing to them. Kirkland (2011) agrees that the text used is an 
important motivator for students and in many cases “youths are not failing to engage with texts; 
many of the texts we teach are failing to engage youth” (p. 201). Although the findings from my 
literature review and research focused on certain characteristics of texts that are appealing to 
boys in general, it’s also important that teachers do not make assumptions about what boys read 
and want to read. Chapman, et al. (2007) urges teachers to consider boys’ individual interests 
while they work toward exposing them to a variety of genres.  Teachers can utilize their school 
and local librarian as resources to find texts that will be appealing to the boys in their classroom. 
Scholastic book orders are also a great and relatively inexpensive way to accumulate ‘boy 
friendly’ books for a classroom library. Another resource from Scholastic, the Scholastic Book 
Wizard, is an invaluable tool for identifying books at a student’s level and based on their 
interests.  
 Another implication for teachers is to establish a classroom environment that focuses on 
high expectations for all students. The teachers in my study held high expectations for learning 
and participation. The expectations that boys participated and did their best were communicated 
regularly during observations and reinforced through positive reinforcement and appropriate 
consequences. The boys in my study complied with their teachers’ expectations for behavior and 
effort. They expressed this compliance through their observed behavior during lessons and in 
their responses to MRQ questions. My findings suggest that the boys responded well to the no 
nonsense environment created by their teachers. Beyond setting clear and high expectations for 
students, teachers need to be consistent in communicating those expectations and reinforcing 
positive reading behaviors with positive feedback. In discussions and responses to the MRQ, 
boys in my study expressed the importance of positive recognition for reading. Teachers need to 
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be firm and fair in their expectations and consequences for effort or lack of it in their classroom, 
but more importantly they need to give genuine and consistent positive feedback to students for 
their reading and reading behaviors. There are unlimited ways to give feedback to students; like 
our students, teachers are all unique and need to find ways that work for them as a teacher to give 
the consistent and positive feedback that boys thrive on.  
 A final implication for teachers is to find time to collaborate in order to talk about texts 
and techniques they are using in their classrooms that are working to motivate boys to read. 
Teachers have many things on their plate and sharing is one way to lessen the burden on 
teachers. Professional development, such as a collegial circle, including grade level teachers and 
the librarian could be a powerful tool in finding, accessing and sharing the texts that are so 
important to boys’ motivation to read. Grade level teams could work together to create the 
“three-piece kits” Edmunds and Bauserman (2006) recommended to allow boys to explore a 
variety of genres while learning more about topics that already interest them. These meetings can 
also provide a time to discuss other motivational strategies, lesson plans, units and specific texts 
used in an effort to motivate boys.  
Conclusion 
 The main question of this study is how do instructional choices influence boys’ 
motivation to read? Motivation is suspected to be a major factor in the achievement gap that 
exists between boys and girls (Fisher & Frey, 2012).  My findings and implications show that 
boys can be motivated to read when texts of interest are available to them and used in reading 
lessons and when teachers create an environment when motivation to read is an expectation, not 
an option.  Educators can utilize the library, book orders and online programs to identify and 
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access books that are of interest to boys. In terms of establishing a classroom environment that is 
motivating to boys setting clear expectations and providing plenty of positive reinforcement and 
recognition for reading are important. If these strategies and best practices are incorporated in the 
instructional classrooms of young men, they will have the opportunity to read and work with 
texts that interest them and to develop a love of literacy that will foster the intrinsic motivation 
that they will need to begin to close the gender achievement gap. 
 If I were to do this study over again, there would be a few things that I would do 
differently. I would have liked to have more time to conduct this study. I was limited with time 
allotted to assess and observe my participants to gather an accurate idea of their motivations to 
read. I did get what I feel is a good picture of their motivational levels, but I am confident that 
with more time I could have pinpointed more specific aspects of their motivation and how they 
were influenced by the instructional choices of their teachers.  Secondly, another classroom and 
more participants would have provided more insight into how a different classroom, teaching 
style and teacher choices influenced boys’ motivation to read in that classroom. I would have 
like to select a classroom that was clearly different from the classroom observed for the current 
study in order to compare instructional choices and boys’ motivation in the two classrooms.  
After completing my research and considering how it can be useful to myself and others, 
I am left with some questions for myself and other teachers. Some factors which were not 
explicitly studied in this research including reading competition elicited intriguing responses 
from participants on the Motivation for Reading Questionnaire and left me wondering about the 
implications of competition beyond this one classroom and the participants in my research; how 
does competition influence students in regards to reading? Competition seemed to be a motivator 
for one student, but not for another and I wonder if it has a place in the classroom. I am 
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concerned with the long-term effects it may have on students’ motivation. A second factor which 
proved be significant in influencing boys motivation to read was the use of small group 
instruction, this leads me to wonder about how can I find the time and curriculum resources and 
support to make time for this type of powerfully motivating and effective instruction? My 
classroom, like so many others, is wonderfully diverse in a plethora of ways including but not 
limited to gender, race, ethnicity, language and ability. Teachers know that differentiation is 
essential to meeting the needs of each student in our diverse classrooms, but it can be an 
overwhelming task. I also wonder about the limitations of the scripted curriculum resources 
currently being used in many New York State districts and what type of liberties, if any, can be 
taken to meet the needs of all students, but especially boys, in my classroom? Most teachers 
know what is best for their students, but many are worried about “breaking the rules” despite the 
fact that they know the current instruction may not be meeting their students’ needs. A final 
question is how can parents support and facilitate motivation for reading at home? The role of 
parents is crucial in students’ development and achievement, but parents face many of the same 
challenges teachers do when trying to motivate their children.  
 Motivation to read is essential not only in working towards closing the gender 
achievement gap but also in creating lifelong readers and learners who are intrinsically motivated 
to read and learn. Teachers can take time to get to know the boys in their classrooms, learn their 
interests, and provide them with a variety of opportunities to read and work with texts that appeal 
to those interests. The findings in my study suggest that when boys are able to use texts that are 
appealing to them in a classroom where effort and participation are expected without exception 
and positive feedback is genuine and frequent, boys are motivated to read and put forth 
considerable effort toward reading and reading tasks. I believe that if teachers and their choices 
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are essential in motivating boys to read and we must work diligently to find ways to do so for the 
benefit of the boys in our classrooms.  
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Appendix B 
Focus Group: 
-How do you feel about reading? Why? 
- How do you feel about reading lessons in your class? 
 - What do you like? 
 - What don’t you like? 
- How do you feel about reading at home? 
 - How often do you read at home? 
 - What do you read? 
- How do you get new books to read at school or at home? 
 - Do you get to choose? 
 - Do you go to the library? How often? 
 - What kinds of books do you pick? 
  - What about a book makes you pick it? 
  - Do you think your classroom library has books that you like? Our school library? 
- Who do you talk to about reading? 
- Does your class have any visitors? 
 - Who? – What do they do? – When do they come? 
- Who do you live with at home? 
 - Do you see them read?  
  - What do they read? 
- Do your teachers give you rewards in class? 
 - How do you get a reward? 
 - What are they? 
- If you could change one thing about reading in your class, what would it be? 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 92 
Appendix C 
 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 93 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 94 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 95 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 96 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 97 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 98 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 99 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 100 
 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 101 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 102 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 103 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 104 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 105 
 
INSTRUCTIONAL CHOICES AND BOYS’ MOTIVATION TO READ 106 
Appendix D 
Lesson Appeal to Boys Rubric 
Lesson: 
 
Description of Use 
in Lesson 
1 2 3 4 
Criteria for Score: 
Characteristic 
is not present 
and/or not 
appealing to 
boys  
Characteristic 
is minimally 
present 
and/or 
appealing to 
boys and is 
not a 
prominent 
part of the 
lesson 
Characteristic 
is present 
and/or 
somewhat 
appealing to 
boys and 
somewhat 
prominent 
the lesson 
Characteristic 
is present 
and/or very 
appealing to 
boys and 
very 
prominent in 
the lesson 
Purpose 
Given 
     
Topic      
Text Used      
Use of Inquiry      
Choice      
Authenticity       
Use of 
Technology 
     
Questioning 
to Stimulate 
Deep 
Thoughtful 
Conversation 
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Appendix E 
Assignment Appeal to Boys Rubric 
 
 
 
Assignment: 
 
Description of Use 
in Assignment 
1 2 3 4 
Criteria for Score: 
Characteristic 
is not present 
and/or not 
appealing to 
boys  
Characteristic 
is minimally 
present 
and/or 
appealing to 
boys and is 
not a 
prominent 
part of the 
assignment 
Characteristic 
is present 
and/or 
somewhat 
appealing to 
boys and 
somewhat 
prominent 
the 
assignment 
Characteristic 
is present 
and/or very 
appealing to 
boys and 
very 
prominent in 
the 
assignment 
Purpose 
Given 
     
Text Used      
Use of Inquiry      
Choice      
Authenticity       
Use of 
Technology 
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Appendix F 
Books in Classroom Library at Participant Level 
Checklist 
*indicate meeting of criteria with a check (list topic and genre) 
F&P 
Level 
Book 
Title 
Cover 
Illustration 
Inside 
Illustrations 
Topic Male 
Character 
Genre White 
Space 
Font 
Size 
         
         
 
